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FOREWORD

With the number of electives oafered in high schools rapidly increasing, the devel-
opment of a course of stud¥ for yet another elective presents ‘many problems, viz.,
prgblems of scope, continuity and integration, questions about the purpose of the
course, of electives in curriculum, and of education itself. When that elective

is the discipline of psychology, the problems are compounded by the nature of the
field itself, particularly its identification with self-study in ways that are
more direct or more profound than are likely to occur in other fields of study.
Workshop members have tried to keep these problems in mind while struggling with
creating a course framework solid enough to glve the teacher support yet flexible
enough to permit varying course purposes and instructional approaches. \

Any course of study should invite amplification, particularly with regard to'igs
suggested activities and evaluation exercises, and continuing revision. In
addition, this course of study points to possibilities for the development of
additional modules along the lines indicated by the framework for the course. .
These possibilities include both modules indicated by the framework but not vet
developed and alternate modules for those already developed within the framework.

This course of study was developed, mainly during the summer s of 1971, 1972, and

1973, by: ‘ .
Miss Terry Amdur Teacher Winston Churcthill High School
i (summer 1972) L
Mr. Eugene Beach, Jr. Student John Fitzgerald Kennedy High School
(summer 1971)
Mrs. Jane Bennett Teacher Charles. W. Woodward High School
‘ . (summer 1971)
Mr. Paul'Bernstein Teacher . Walt Whitman High School
i o (summer 1971)
Mrs. Barbara B. Crary Psychology . Division of Psychological Services
Intern (summer 1972 part-time)
Mr. Scott Crary Psychology Division of Psychological Services
Intern (summer 1972 part-time)
Mr. Joel Crausman Psychologist Lynnbrook Office of Pupil Services
’ (summer 1971 part-time)
Mrs. Judy Plows Teacher Robert E. Peary High School
) (summer 1973) .
Dr. Mollie J. Robbins Psychologist Division of Psychological Services
(summer 1971, 1972, and 1973)
Mr. Andrew Roberts Teacher Robert E. Peary High School
(summer 1972)
Dr. Donald Schaeffer Psychologist Division of Psychological Services
' (summer 1972 part-time)
Dr. Daniel Solomon Psychologist Division of Psychological Services
' . (summer 1972 part-time)
Dr. Geoyge Usdansky Coordinator Department of Curriculum and Instruc-
. Div. of New tion (summer 1971, 1972, and 1973)
. .. Programs
Mr. Daniel Wasserman Student Wheaton High School-University of

Maryland (summer 1972 and 1973)
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INTRODUCTION

PURPOSES AND-LIMITATIONS OF THE PSYCHOLOGY ELECTIVE
Among statements justifying the introduction of a course in psychology at the
high school level, three general purposes stand out:

1. To teach important ideas and principles of psychology, often through
textbook coverage, at’/the same time familiarizing the student with the
~ ! academic and vocational choices in and allied with the field of

psychology

2. To teach about the investigétive approach to behavior: observation,
formulation of hypotheses, setting up experimental situations, gathering
and analyzing data

3. To teach psychological information and applications in a self-improvement
context, most often applications intended to enhance interpersonal rela-
tions in the areas of péer relatians, dating, marriage, career choice,
parenthood g

These general purposes are not mutually exclusive, but the time limitation of a
semester courztr makes it impossible to pursue all three in any depth. The teacher
should consid which purpose or combination of these purposes best lends itself
to the needs and expectations of the students taking the course and to his own
training and interest in psychology.
The first purpose listed includes the many courses aimed at acquainting the studént
with the field of psychology as a discipline and/or as a possible profession for
the student. Of the three, it is probably the one tied most often to an academic
instructional approach. Although this need not be the approach chosen, the implied
purpose of 'covering" the field may help tie it to this approach. A teacher who
emphasizes this purpose in this course should consider the need for selectivity
with regard to the many fields and professions within psychology (clinical, experi-
mental, educational, industrial, etc.) and with regard to the tradltlonal areas of
study ﬁithin psychology (learning, motivation, personality, perception, etc.).

The second purpose has its own difficulties. It is more limited in its appeal than
the others (the student who chooses a course in psychology may not anticipate this
emphasis at all). It requires some work with statistics; and it immediately raises
the issue of the proper context for an emphasis on method: should it be within
psychology, within the behavioral sciences, within science as a whole, or integrated
even more broadly within the curriculum? «

The issues in emphasizing the third purpose may not be more complex than those in
the others, but they are more salient and sensitive because this purpose is most
likely to encompass current efforts to emphasize the affective domain in instruc-
tion, to "personalize' the course, to make it relevant. These efforts range from
traditional means of making the course interesting (individual projects, group
discussion, applications to current events) to the elicitation of strong emotional
responses calculated to substantially alter behavior patterns. Among the means for
achieving the latter are group interactions of the kind referred to in a memorandum

vii
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from Dx. Tarallo, associate superintendent for administration=(title at time of
memo was assistant superintendent) to all principals, dated February 16, 1971,
and herein quoted in full:_

MEMORANDUM
To: All Principals ' ‘-
From: " Joseph J. Taratlo, Assistant Superintendent for Administration

Subject: Sensitivify Training and Other Group Psychotherapy Techniques

It is acknowledged that a variety of professional viewpodnts exist concerning
gsensitivity training activities and their usefulness in an educational setting.
In the absence of consensus of professional and/or substantial research
evidence to support their use in a public school setting, it has been decided
that sensitivity training will be prohibited in any MCPS setting for staff
members of students unless approved in writlng by this office for unusual and
imperative reasons.

It is to be recognized that group protess act1v1t1es represent a valid and
worthwhile educational .tool which is to be encouraged in the school setting.
Restrictions are placed however, on the use of groups commonly referred to
as "Sensitivity of T-Groups and Encounter Groups' which have as their goals
psychotherapeutic or quasi-psychotherapeutic outcomes involv1ng groups of
students. Individual students interested in the types'of experiences offered
through sensitivity training should be encouraged to secure them from legit-
imate professional sources in the community. All school administrators are
hereby directed to refrain from authorizing the use of these €/£1v1t1es in
their schools.
The prohibition in this memorandum should be kept in mind by all teachers of psy-—
chology, particularly in attempts to 'personalize' the learnings of psychology.
The affective domain as described by Krathwohll may furnish additional guidance
here inasmuch as it is based in part on evaluation items used by teachers and is
thus representative of more traditional or 'recognized educational...experiences.'
The need for great caution in this area should be clear when the teacher considers
that the utilization of the affective realm in education, while much talked about,
raises ethical and political issues 'which-have not been fully clarified, let alone
resolved, and which are rightfully the focus of much concern and controversy in
the community. The course of study for psychology offers guidance here through its
listed objectives and activities. J
There is also need for caution with regard to another kind of learning activity
associated with psychology courses. Some of the best learning activities, those
which most vividly illustrate ideas in psychology, involve temporarily creating
an assumption or attitude in the student which is contrary to fagt. In other
words, there is a temporary deception involved on the part of the teacher for the
sake of increasing studernt learning. Such deceptions occurring in this course of
study vary from the very mild ones used to illustrate set (e.g., Activities D and

v

-

1. David R. Krathyohl, Benjamin S. Bloom, Bertram B. Masia. Taxonomy of Educatlonal

Objectives, The Classification, of Educational Goals. Handbook II: Affective Domain

»

(New York: David McKay Company, Inc., 1965). Y
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E of Module I-C))to the somewhat more involved ones used to illustrate the strength
of grouﬁ influence on individual judgments (e.g., Activity E of Module.I-B) or to
illystrate how an 1nd1vidual s group afflllatlon may 1nfluence his standards and
aspirations (e.g., Activity D of Module VII-B). Activities of this kind in the
course of study have been carefully selected from among those commonly used in,
psychology course work to include only those least likely to have any harmful
impact on students. Further, they are used only to illustrate points which
otherwise are unlikely to be adequately understood. The psychology teacher is
dautloned to be similarly conservative in the choice of such activities and to .
restrlct their use to the same purpose. “"

Beyond these criteria of selection, the psychology teacher has two other responsi-
bilities with regard to learning activities which involve some degree of deception.
The teacher should orient the class te the use of these activities early in the.
course. He should not only point out the restricted way in which they will be used
but that their use is contingent upon the consent and cooperation of the students.
Just as a game depends upon common agreement on 1ts rules by the players, so such
activities depend upon a willing entering into the 'game" by the students. Should
students decide not to become involved or to give the game away by shouting out

the answer, giving impermissible hints, etc., they obviously could subvert the
learning activity. The teacher should point this out to the students, making

clear that engaging upon such learning activities is a matter of the1r~c0nt1nu1ng
choice. -

The first of these responsibilities, then, requires the teacher to obtain the

students' informed consent to this kind of activity generally. The second requires

the teacher to observe closely individual student reactions to these activities, to
solicit student reaction following each such activity, and thus to continually

gauge the need to adjust or omit activities which might calUse embarrassment or
discomfort. Wherever the activity does not involve the class as a whole, voluntgers
should be selected by the teacher. .

POINT OF VIEW UNDERLYING THE COURSE OF STUDY ~

The point of view underlying the course of study is that of enhancing student

interest in and understanding of psychological concepts, principles, and hypotheses

through exploration of their relationship to current and arresting topics and

problems, including prohlems of individual development and interpersonal relations.
) .

The interaction between the discipline and the topic or problem, in this view, is
to be treated as mutual, the psychological learning influencing one's perception

of the behavior to which it is applied, and consideration of the behavior in turn
reflecting upon the adequacy of the psychological concept or principle.

Content from the discipline of psychology and its treatment, then, fs what is dis-
tinctive about this course. Courses with such titles as Human Relations, Contem-
porary Cummunication, or Self-Development, might reflect some of the same psycho-
logical content, but their purposes and emphasis would, or should, be gufficiently
distinct to warrant these titles. By the same token, a course entitled Psychology
should reflect a substantial emphasis on the discipline of psychology, not neces-
sarily in the academic quality of its approach or in its attempt at broad coverage
of the field, but in the directness and authenticity with whicb it treats psycho-

logical] content.

ix '
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" The difficfllties and advantages of building a course in this way should be,noted.
The primary advantage lies in immediately gaining and maintaining student interest,
gince interest in application and current topics is much more widespread than it is
in the discipline for its own sake. At the same time, application lends itself to
consi lerdtion of a topic in,varying degrees of scope and depth, thus more rgadily
suggesting a range of student activities suitable to different ability lev is.
These two advantages suggest a third, viz., more easily eliciting student tia-
tive in study Via discussion, individual or group projects, generatlng and /sub~-
stantiating hypotheses, etc,_

s ! -
A danger conﬁronting the teacher who applies and thus popularizes his discipline -
lies in the pull toward too easy use of social science Jargon and of loose formula-
tions which do little justice to the rigor of _the discipline. Student discussion,
when allowed to continue in this vein, may have its moments of fun but bores the
students before too long because they come to perceive it as a "bull session' and

,profitiess. On the other hand, there is the difficulty of achleving that mastery
of a subject required to apply its principles with insight. Application looks easy
and certainly is appealing but calls for much greater knowledge and harder work on
the part of the teacher than does straight, didactic exposition. .

To correctly state a principle of perception, for example, and to carefully analyze
its terms and define each one, requires only close attention to that portion of the
textbook's chapter on perception which deals with the principle. Like the academic
scholar, the teacher may be safe, even unassailable, within his definitions and the
principle logically built upon them. But when that principle of perception is

¥ applied to a problem in intra- or interpersonal relations, for example, the validity
of courtroom testimony or conflict between the generations, it no longer stands
alone. It needs to be related to other principles in perception and in other areas
of psychology. Perception may be a separate chapter in a textbqok but no man is
moved by perception alone. Perception, motivation, learning, thinking, etc., are

. bound together in any psychological treatment of a problem; and it takes a compre-
hensive -mastery of the field (and of one's instructional intention) to know which
principles to highlight and what their relationships may be.

Few teachers of psychology may feel that they possess this degree of mastery of the
subject. The difficulty has been stated forcefully here - but hopefully not exagger-
ated - not to discourage but to point out some of its implications. The primary
implication is that the teacher may have to seriously consider the old saw about

the teacher's position being that of a superior learner in relation to his students.
From this stance follows a good many other implications: the need to rely on the
initiative of the student, in pursuing aspects of the problem which interest him,
asgfgning students to the investigation of different ptrinciples or hypotheses

‘'which may bear on the problem, and bringing these different aspects to focus on the
problem in classroom discussion. p

4

When this last difficulty is put in terms of the teaching of controversial issues,
its possibilities and even advantages become clearer. Use of controversial issues
is certainly being recommended in this course of study, for these yill arise in

-
-~
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which exist independent of and ou Sige of the discipline of psychelogy. But what
is being stressed here is the poss ity of viewing the application of psycholog-
ical principles to these problem areas as itself involving legitimate tlassroom
controversy. The*teacher should b€ able to bring his knowlédge of the field to,
bear on the question of the validity ¢f the psychological principle as stated, and
even as applled but the question Hf the adequacy of the principle in shedding
light on the problem is always debatable. The best teach}ng will make this clear,
will use the discussion to bring out varying views, and will increase understanding

of both, the psychological content and the topic to which it is being applied.. _,
8

The course of study thus provides support to the teacher who chooses, any one of’

the course purposes described at the beginning of this section, or any combination
of them. If they are all valid purposes, and Qhe assumption here is that they are,
the course of study should flexible enough to support them all. Its point of
view, then, assumes a cemmitment to teaching and learning based on a continual
interaction between psychological content and its application to basic and absorb-
"ing issues but is substantially neutral with regard to the shaping of that inter-
action ‘toward one or another .of the purposes listed. Slmllarly, t intent is

that the course of study support a variety of instructional approaches (lecture,
group discussion, inductive strategies, role playing, etc.). . This is largely. a
‘matter of the richness and variety 6% the suggested classroom activities and
‘procedures included in the course of study, ap it is clear that in this .regard

the present course of study will requjre frequent revision if the activities ‘and
references are to remain current and/interesting to students.

discussion of the recommended cdfrent ‘.pics and problems. ~ These are social issues

4, - !
. STRUCTURE OF THE COURSE OF STUDY , -

A course of sfﬁd&f'ideally, is related to the rest of curriculum via a serieg of
*generalfzat;ohs at different levels which make clear the scope, sequence, and
integration of the course. The set of generalizations of "substantive elements"
which encompasses the coptent of social studies at the "institutional level" is '
included in the MCPS Bulletin No. 215, entifled Curriculum Design, Institutional
Level, on pages 311-312. A set of "Substantive Generalizations for Psychology"

has been derived from these and is listed here. They may futnish some guidance

as to the scope and integration of the course content. At the same time, since
they are newly derived and open to revision, they offer the teacher an opportunlty

4

to céngider their adequacy. !

!
§

ﬁ. Individual functioning thay be described as developed pattern% derlved from

N interrelated blologlcal and cultural factors.
/ % . .

2. The conflict between the forces fdr change and those for stability is present.
in every individual but occurs with varylng intensity at different times and
within altered <ontexts.

3. The ,individual's basic needs are/reflected in his aspirations and his util -

i -~

zation of resources. |

xi Ty
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4, “The antecedents and consequences of specific behaviors are complex and

interwoven. .
1

~

5. The behaviors of the individual are not capr1cious' the patterns which they
follow a1f subject to prediction. . , -

7

. . .
6. .The increasing interdependence of the society and the individual makes
increasing demands upon his development and his contributions.

The overall obj ve for the course §s that the student understand important »
psychological concepts, principles, and hypotheses through applying them to
current and arresting topics and problems. The overall objective may be expressed
for each unit in terms of the concepts deait with in that particular unit of the
course or in terms of those concepts developed in a particular module. .The
following list is of objectives at the unit level., Their order follows that of
the presentatipn Qf units in this document. However, the number of units to be (
takén up in a particular classroom, along with their sequence and.grganization,

.remain instructional decisioms of the teacher.

-

¢ « . \
Pretequisite Unit (Introductory): .

1. Throughfrecognition of an adequate definition‘of psychology, the studept
will be able to indicate his understanding of the field in terms of its
scope 3and its emphasis on the understanding and control ‘of behavior.

2. The student will be able to brjefly describe one of the‘historical devel-
. opménts in psychology, e.g., the movement from' emphasis on philosophy to
- emphasis on behavioral science, the emergence of and period of popularity
of any one of the schools of psychology, the proadening of the scope of
‘psychology, etc. '

-
-

The suﬁaent will be able to name two major figures .in the history of
* psychology and make a brief statement about the contribution of each.

u\

/
The student will be able to give four différent examples)of the kinds of
work psychologists do. ' +

-

. Q
5. The student will be able to state and illustrate generally the major
steps in psychological investigationm.

Unit I (Perception): The student will be able, through defining in his own tords,
giving examples, analyzing, etc., to indicate understanding of the following con-
cepts in relation to the topics dealt with in the unit:

Attention . ‘r Closure Discrimination

Attitude ‘ Cué Hallucination . °
Illusion . Perceptual Set Premature Closure \\\kgﬁﬂ‘
Internal Stimuli ¢ Prejudice * Threshold

_Perception

4 7 . ' /
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Unit II (Motivation): The student will be able, through defining in his own wérds,
giving examples, analyzing, etc., "to indicate understanding of the following con—
cepts in relation to the topics dealt with in the unit:

»

Attitude Drive . Need - ‘
Cognitive: Dissonance Incentive Territorial Imperative
Commi tment Motive * . ‘Unconscious Motive
Control » Motivation Value )

Unit III (Learning): The student will be able, throhgh defining in his own words,
giving examples’, analyzing, etc., to indicate understanding of the following con-
cepts in relation to the topics dealt with in the unit:

’

, Aptitude Identity Reinforcement, Primary

Biofeedback - . Learning and Secondary

Conditioning, Classical Massed and Distributed Self-Concept

Conditioning, Operant Practice . Shaping rd

Extrinsic and Intrinsic Modeling ' Transfer -7
Rewards » Motive Trait

Feedback . Phobia - Value

Generalization Programmed Instruction Whole and Part Learning

Identification

Unit IV (Thinking): The student will be able, through defining in his ownm word;,
giving examples, analyzing, etc., to indicate understanding of. the following con-
cepts in relation to the topics dealt with in the unit:

4 . ;
Adaptability (Adaptive <o Creat{ve’Problem— Intelligence
- Behavior) Solving Motivation
Gognition Divergent Thinking " Stereotype
Cognitive Set Generalization Tolerance for
Cognitive Style Id%ntity Formation Ambiguity

s~ Convergent Thinking

Unit V (Developmental Aspects): The student will be able, through defining in his
own words, giving examples, analyzing, etc., to indicate understanding of the
following concepts in relation to the toplcs dealt. with in the unit:

Aggregate ’ Fixation Predisposition )
Aggression Identification Regression v
Conflicty Identity Reinforcement
Control * ' Ipstinct Role
Differentiation ////- Model Role Diffusion /
Drive Modeling Self-Concept

~ Egocentric _ Need ) Stages of Development
Empathy ) Patterned Behavior ’
Al l J

\
xiii
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"
Unit VI (Personality): The student will be able, through defining in his own

words, giving examples, analyzing, etc., to indicate_understanding of the
following concepts in relation to the topics.dealt with in the unit: °

Defense Mechanism Internal Control Self; Self-concept
Displacement Personality Scapegoating,
External Control Projection Unconscious . .
Identity ) Repression ’

Unit VII (Sgcial Influences): The student will be able, through defiring in his
own words, giving examples, analyzing, etc., to indicate understanding of the
following concepts in relation to the topics dealt with in the unit:

Aggregate In-group Reference Group

Conflict Internalization Role

Crowd : Mob ' Self-fulfilling

Delay of Gratification . Qut-group Prophecy

Expectation Y Perception Social Reality

Group . )
The Module

v

Module, as used in this course of “study, refers to a small segment of instruction
covering one or several lessons. Based on one or more psychological principles '
the module represents a somewhat arbitrary separatign which serves two purposes.
It aids the teacher in focusing on one part of what is always an integral and com-
plex whole (psychologically, the individual; from the standpoint of application,
the problem). At the same time, it is hoped that separately distinguishing the
module in this way will make it more easily seen as a link with many possible
connections to other links or modules.

The Grid ’ ) 1

The modules “are developed, in keeping with the earlier described _point of view of
the course of studyy by relating each of several areas within psychology to each
of several topics chosen for their importance in their own right and their
probable Ynterest to students. These areas of psychology are:

o -

. /

Perception

Motivation and Emotion .
Learning .
Thinking . L )
Developmental Aspects .
Personality [

Social Influences

Normal - Abnormal Continuum

Method and Research

\IO\M-&\(AND—‘

The last two. areas are not assigned numbers because they are thought to be better
pepresented as aspécts of every other module rather than as separate areas serving
to generate additional modules ih thedr own right.

»

| xiv
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Although the area of-psyéholbgy which is devoted to the exploration of the physi-
ological correlates of behavior, neuropsychology, is increasingly gaining the
dttention of psychologists of all specialities, there has been no attempt to draw
from that body of knowledge in this introductory course of study.

The topics chosen, along with some possib%ﬁ subtopics under each, are:
(Y]

A. Conflict, Violence, and Conflict Resolution

War

Crime

Sp

Conflict in Everyday Life

Conflict and Conflict Resolution in the Classroom; in the School

<

B. Identity and Identity-Crisis

The hippie Movement

Delinquency -
Family Relations

Conformity

Vocational Choice

Sex Role

X . ’ "
i S .
C. Prejudice .. b4

. Racism, Ethnic and Religious Prejudices ' -

« Prejudice in the Classroom and School S

" Categorizing and Stereotyping - ‘. K
Stereotyping in Thinking in and About This Course

D, Human Control ,Over -Human Behavior
1. Over Self - : '

Concentration and Study Habits ) .
Self-indulgence and Ability to Delay Gratification
Working in Groups and in.Institutions

2. Over Others .
Brainwashing, Psychotherapy, Drugs and Drug Therapy
The Impact of Advertising and “Motivation Research -
The Charismatic Figure - P011t1Cal Religious, or Social
Welfare Policies
Punishment and the Law ~ Penal Principles and Systems
Child Training and Socializing Agencies ,
The Schools and Socialization .
Control over Classmates ) : .

0001S
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~
E. Man, His Technology and His Environment

Pollution

War /
Leisure

The City and the Suburbs
Utopias

Man as Machine

A grid representing the generating of modules by relating areas to topics is shown
in Figure 1. T

. GRID
-(Illustrating the modules completed)
A B C D E
&
Topics
Area of
Psychology Conflict Identity Prejudice Control Technology
1. Perception 1-B 1-C 1-D
2. Motivation and . ¢
Emotion 2-A 2-B .2-C 2-E
3. Learning ° 3-B 3-C 3-D ’ 3-E
4, Thinking -\ 4-B 4-C ~ 4-D
5. Developﬁental
Aspects . 5-A 5-B 1 5-C 5-D 5~-E
6. Personality 4 6~-B 6-¢ 6-D
7. Social ! .
Influences 7-A 7-B 7-C 7-D 7~E

Horizontal 'Units

Figure 1: , The Vertical-Horizontal Grid, Illustrating the Completed‘Modules.

~

The Unit

v

Unit in this course is defined as an organization of modules. Reference to the
grid gives an idea of the array within which to choose such orgamizations or

units. Two organizations stand out, and the course of study, so far developed,
devotes itself to these two-organizations of modules, designated the vertical and
the horizontal organizations or units. The vertical unit arrays the areas of psy-
chology against a particular topic, e.g., identity or prejudice. Such a unit would
serve to introduce the student to several areas of psychology and their inter-
relationships. Even here, however, it is not necessary that the teacher take up
all of th® modules indicated for the unit nor take them in the order indicated.
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The teacheg fay wish to exercise his own selection within the unit and his own
sequence to achieve a particular focus. The horizontal unit devotes itself to

one area of psychology, e.g., developmental aspects, or social influences, inter-
related with the several topics. Such a unit provides opportunity for the study
of one area of psychology in greater depth and for the viewing of different topics
from a unifying point of view.

2

No such unit is definitive, i.e., exhausts the modules which could be developed in
following the very same pattern. Another curriculum development group working on
the same patterns might develop substantially different sets of medules for each
unit so far developed. In addition, other clusters of modules, not so regularly
following either the vertical or horizontal pattern, could be developed to focus
on a partibular interrelationship among psychological principles or among topics.

ELEMENTS OF EACH MODULE

1. The Central Principle

The Central Principle(s) of each module, which provides a link to the broad
substantive generalizations for the course of psychology, serves to establish
the scope within which the basic learnings will be accomplished.’™ It is not

to be taught, as such, but is to be utilized as a guide for the teacher, indi-
cating the aim and limits of each module.

2. Key Terms

Within each module, pertinent key terms are designated. A glossary of defini-
tions of all key terms in the course of\studi is given in section G. Where a
key term is followed by the name of an author in parentheses this indicates
that the definition of that term is taken from that author's textbook.

Pl

3. Imstructional Objectives

The instructional objectives are derivations from the modular principle(s).
They lend themselves readily to translation into assessible behaviors.

4, Activities

The student activities are, suggestions for ways of achieving the objectives
within a module. In many cases the teacher will want to add to the activities
for a given objective. 1In all cases the teacher will have to select and tailor
the activities, whether from the course of study or other sources, to the inter-
ests and needs of his particular students. Note that many of the suggested

,activities are 'personalized" in the sense that they relate to peer group expe-
riences which are common to most students. Care must be taken here so that the
activities dJ not embarrass or otherwise harm or violate the privacy of the -
individual.

5. Normal - Abnormal Continuum

Provision has been made within each module, where appropriate, for the study
of the Central Principle in terms of a normal-abnormal continuum. This 1is

Qﬁ xvii ’ . -
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’ I
done in order that the students may become aware that behaviors viewed as
abnormal involve processes which are found in normal individuals but which
have in some ways become disruptive and maladaptive. This is seen as a more
interesting and profitable approach to abnormal behavior than the more usual
attempt to teach diagnostic categories, symptomatology, etiology, etc.

6. Evaluat}on Exercises .

Evaluation exercises have not been developed for every objective. Enough
have been developed, however, to illustrate the close relationship of the S
evaluation exercises to the objectives from which they are derived, and the ey
kinds and levels of difficulty of evaluation exercises suggested for the

course.,

7. References

Throughout each module, where applicable, abbreviated references appear in
parenthesis. These cite the authors' last name and page numbers. There is a
list of references with full citations at the end of the course-of study.
There has been an attempt to provide-references from both teachers' and
students' text. It is hoped that in addition to a single basic text, each
student will have access to supplementary materials. The course of study has
been designed to make possible flexibility in regard to choice of student
text as well as SUpp}ementary materials.

.

USE OF STAFF PSYCHOLOGISTS AS CONSULTANTS

A list of MCPS psychologists has been prepared to serve as a guide to resource
personnel available to the psychology teachers. These psychologists are<p}epared
to assist teachers, on a limited referral basis, with proposed student projects

by providing information and Suggesting reference materials. In addition, at the
teacher's request, the psychologist will serve as guest speaker. Interested
teachers may contact the consultants through the Division of Psychological Services
at the Washington Center (279-3631).

RECOMMENDED TEACHER CERTIFICATION REQUIREMENTS

The Maryland State~Board of Education bylaws specify a minimum,of twenty-four
undergraduate hours|for certification as a teacher of such elective courses as
psychology. The workshop supports this requirement for teachers of psychology,
realizing the present difficulties that this enfails. On the one hand, as the
course of study indicates, the teacher needs considerable background in the field
of psychology. And on the other, as an elective, psychology 4s not staffed in the
usual way and is often assigned to a teacher with a combination of other elective
subjects. Future workshops might wish to consider certification requirements of
teachers of psychology in terms of specific courses, and to make detailed recom- .
mendations with regard to course content, particularly in relation to the scope of
acceptable courses for teachers of behavioral sciences in general. The necessity
of maintaining teacher competence in a field so important both academically and in
terms of community interest and sensitivity is paramount.

xviii
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4 PREREQUISITE UNIT - INTRODUCTION TO PSYCHOLOGY

I."' PURPPSE

11.

III.

!
The primary purpose of this unit is to provide the student with some basic
understandings of the nature and scope of psychology in order to facilitate
the more specific learnings in the units which follow.

Further, it affords the teacher an opportunity to assess the students' know-
ledge of the field of psychology and their expectations for the course. The
suggested material lends itself to expansion or limitation depending upon the
needs of the students and the particular interests of the teacher. (Cox,

p. 3; Engle and Snellgrove;-pp. 2-4; Kalish, p. 4; Wertheimer, et al., p. 2)

DEFINITION . 3

.

Psychology is that science which attempts to describe, understand, predict,
and control behavior.

Instructional Objective: Through recognition of an adequate definition of .
psychology, the student will be able to indicate his understanding of the
field in terms of its scope and its emphasis on the understanding and control

of behavior. , m*ﬁ

The teacher may ask the class to define psychology. This might begt be
approached through class discufsion with the teacher guiding the stiudents
toward a broad view.

<

1

~ e

HISTORY e

Psychology grew out of biology and philosophy and reflects man's continuiﬂg
concern with understanding and explaining human behavior or "mind." Various
explanations have involved supernatural forces, bodily processes, and envi-
ronmental influences.

Instructional Objective: The student will be able té briefly describe one
of the historical developments in psychology, e.g., the movement from
emphasis on philosophy to emphasis on behavioral science, the emergence of
and period of popularity of any one of the schools.of psychologv, the
broad;ning of the scope of psychology, etc.

Instructional Objective: The student will be able to name &wo major figures
in history of psychology and make 4.brief statement about the contribution
of each.

The following topics may be of particular interest to the students:

A. Phrenology (Krech, p. 447)

B. Changiné treatment of the mentally ill from torture to kindﬂess
(Engle and Snellgrove, pp.-408-410; Hilgard, pp. 487-490)

pP-3
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Iv.

C. Freud's contribution (Wertheimer, et al., 'pp. 212-213; CRM, Psychology
Today, pp. 462-469)

-

D. Pavlov's contribution (Kalish, pp. 61-63; McKeachie and Doyle, p. 97)

E. The current group movement (Hilgard, pp. 499-501; Krech, pp. 786-787;
Wertheimer, et al., pp. 213-214) .

Student readings in these areas may be followed by class discussion.

BRANCHES OF PSYCHOLOGY

The field of psychology may be broadly divided into several branches reflect~-
ing particular emphases, such as clinical, experimental, educational, social,
and industrial psychology. While each of these areas approach the study of
human behavior from varying perspectives, they are not mutually exclusive.
(Cox, pp. 40-42; Engle; pp. 15-16; Hilgard, pp. 10-13; Kallsh, pp. 10-11)

Instructional Objective: The student will be able to give four different
examples of the ki#nds of work psychologists do.

Pose the question to the students, "What does a psychologist do?"

\J

Suggest the following list of activities. Ask the students to identify’
which of them would be performed by a psychologist.

A. Helps an individual in the area of personal adjustment
B. Pérformslanimal neurosurgery

C. Advises designers of automobile dashboards

D, Facilitates employer-employee relationships

E. Administers tests of personality and intelligence

F. Studies effects of advertising

G. Studies factors involved i% learning and memory

H. Trains animals for commercial use

I. Teaches ] ' -

J. Consults with interior designers

K. Creates propaganda

L. Is instrumental in the'development of political campaigns

Point out to the students that all of these and others are functions of

psychologists. This may be the place for the teacher to assess the student's
perceptions of the course. .

’

P-4
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V. PSYCHOLOGY AS A SCIENCE | \

| A. The behavioral sciences most clearly allied with psychology are sociol-
. ogy, ard cultural anthropology. Increasingly, the study of physiology
is considered a necessary requirement to the study of psychology.

The teacher may define other areas of science and show their relations
ship to psychology.

Instructional Objective: The student will be able to state and illus-
trate generally the major steps in psychological investigation,

B. All scientific methods of inquiry are based on certain principles.
Psychological investigation involves the following: (1) observation,
(2) hypothesis formationm, (3) .experimentation, (4) data analysis, and
(5) conclusions or predictions.

@

Have the students suggest how they would go about investigating a
problem in psychology. An example of a problem might be the assessment
of tenants' attitudes toward the introductdon of pets into their apart-
ment building. (Cox, pp. 26-38; Engle and Snellgrove, pp. 6-15;
Hilgard, pp. 13-16; Kalish, pp. 13-18; McKeachie and Doyle, pp. 10-16)

C. The use of statistics permits psychologists to describe and infer
behaviors compatible with testable hypotheses. The data are never '+
firmly conclusive but are regarded within degrees ,of confidence. The
behavior of & particular individual cannot be predicted through statis-
tics since statistics apply to group probabilities. The following
activities with student participation may be helpful in the discussion
of statistics: )

1. Describe a group of numbers in terms of three measures of central
tendency; mean, median, and mode. (CoXy pp. 7-12; Engle and
Snellgrove, pp. 4-6; Hilgard, pp. 9-10; Kalish, pp. 8-9)

2. Explain the concept of a normal distribution curve.

3. Give examples of positive, inverse or negative, and zero or no
correlation and show that not all correlations reflect cause-effect
jonships. )
re%fégp ship

i+

4. 1flustrate the above concepts through graphs.
]

5. Point out that certain predictions can be made for a population on
the basis of data drawn from a random sample of that group. Gallup's
technique of polling may be cited here. (Cox, pp. 39, 332-333; ’

vy :ar Engle and Snellgrove, pp. 571-582; Hilgard, pp. 16-20, 392,
> 525; McKeachie and Doyle, pp. 636-665)

P-5 \i?
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N PERCEPTION - IDENTITY &

. Module 1-B - ‘ '

. . [y .

A CENTRAL PRINCIPLE .-

-

Selectivity, which underlies <all perceptioll, is determined by physiological”
and psychological needs, and serves to manage the direction and level of
stimulation impinging upon the organism..

II. KEY TERMS
Attention . : -
Closure . : .

Perception
]
. Premature Closure

I11. INSTRUCTIONAL OBJECTIVES* ' . ) «
- " . p
A, We live surrounded by a sea &f stimulatlon of ‘'which we can at any
given time perceive only a small part. Selectivity of perception
refers tq the resulting and inevitable screening of stimuli which
has both ‘positive (protective, survival, focus) and negative (pre-
' mature closure, narrowness, prejudice) value. The student will be
able to give examples of selectivity of ‘perception, citing both
positive and negative effects. of each example. (Kalish, p. 51) .

B. An optimal level of stimulation exists for a given person working on
a given task. The student will be able to give examples‘frdn his own
experience of work which suffered from too much stimulafion and work
which suff _from too little. (Hilgard, et al, pp. 153-154)

»

c. The student will be able to relate some of the physiological and )
ﬁsychological needs to selectivity of perception. (Kalish, pp. 53-56)
. D. The student will be able to provide examples of ways in which the need
for self-esteem and the need for social acceptance influence selectivity
- of perception. (Hilgard, et al, p. 513)
i e
* E. Premature closure m§y be due to a variety of factors. The student wili ,/
be able to cite examples, from literature or general experience, of
premature closure common in adolescence and to consider, for each of
his examples, the relation of the premature closure to: (1) ambiguity
of external stimuli, (2) need for self-esteem, (3) need for social
acceptance. (Krech, pp. 801-804) ¢ .
. @
*These objectives, unlike those listed in most of the modules, fall into something
of a sequence, with only the last one directly linked to the central principle.
The teacher may thus want to take up the actjvities, which are keyed to each
. objective, in the order in which they are listed below.

-

-
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1v. ACTIVITIES ‘ T

h ‘

-
B}

. \ . .
) A. (For Oéﬁ. A) Interrupt/an activity to which the students are attending
. and ask them to name or list various stimuli in the,room to which they
have not been gttending. The teacher may need to get the students
started with some illustrations, e.g., sounds of chairs being moved;
noisy heating or air-coﬁditioning, street or corridor noises; things
| written or pictured at the.front of the room; bodily sensations such
as the pressure of the chairs in which the students are seated, Make
- & ljst organized by ssens dalities to illustrate the number and
ge of stimuli being sngZned from awareness. Cguld one perceive
all of these available stimuli at one time, or even\try? Of what is
available, how broad a range do we perceive? . ;
B. (For Obj. A) To illustrate that there are advantages and disadvantages
to this selectivity, the teacher might begin by citing or eliciting
. common examples where failure of selectivity leads to distractability
’ (trying to study in a noisy h&usehold, speaking«dn public and becoming
too aware of movements and noise in the audience, etc.). Since this
will emphasize the disadvantages of distractability, the teacher could
then pose the question of whether distractability or failure of selec-
tivity may have advantages. One way to begin might be by asking the
students to think of nafies for the kind of person who is the opposite .
of distractable. In addition to favorable terms, like "focused,"
"efficient," "productive," look for terms suggesting that such a person
‘might also be cdnsidered "one track-minded," "insensitive," "closed, "

" etc. -

For Obj.- B) " The above discussion can lead naturally into consider-
on of the optimal level of stimulation for getting a job done. Too

fu h stimulation is an all too commor experience; how about too little?

me students are likely to maintain that they cannot study well with-
out music in the background or the TV going. With this kind of comment,
the discussion can be moved to a discussion of internal stimulation as

z opposed to external stimulation whigh is likely to have dominated

thinking to this point in the discussion. What might too much internal

stimulation be like; how might such a situation come about?

(For Obj C) Have students read and discuss experiments with subjects
-« " "deprived of food. (See Kalish, p. 53; Krech, et al, pp. 272-177.)
Then move to a discussion of the influence of psychological needs on
perception, using the Bruner and Goodman (1947) experiment in which
children of different econcmic levels estimated the size of coins,2 and
. the McClelland experiments which manipulated achievement-motive arqusal
=~ and showed the effects 'on fantasy (stories told about TAT pictures).
‘ .(Hilgard, et al, p. 156; McKeachie and Doyle, pp. 208-209)

Iy

Jerome S. Bruner and C. C. Goodman, ''Value and Need As Organizing Factors In
Perc?ption," Journal of Abnormal and Social Psychology 47 (1947) 1 33-44.

; ) “I-4 - '
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K .k ‘
E.. (For Obj. D) Describe or conduct an experdment similar to theIAsch
experiments on group influence on judgments of length of; lines.,
. (Krech, et al, p. 829; McKeachie and Doyle, pp. 622-6239’

-

F. (For Obj. E) 1In class discussion, tHe teacher might take students

-~ through some well-known llterary examples of premature closure, for,

example, Elizabeth Bennett's initial judgment of Darcy in Jane Austen's
Pride and Prejudice; West Side Story; Twelve Angry Men; and Lee's
To Kill a Mockingbird. The teacher should note, with each example,
the relation of the initial judgment to: (1) ambiguity of external
« stimuli; (2) need for §%lf—esteem; (3) need for social acceptance.

G. (For Obj. E) Assign studgﬁts roles and ask them to_perceive TAT
’ pictures for other neutral picturéd) from.the point 3f view of their
. designited roles. Discuss to what extent their perceptlons were
. influenced by the assigned role, and how a person's role may be a -
ctor in premature closure.

V.~ THE NORMAL - ABNORMAﬁ\CONTINUUM

. A. Instructional Objective [

he student will be able to é&ve examples which show that the concept ¢
of closute with regard to social’ perceptions exists on a continuum -

from prematuré closure to an inability to reach closure even in the
face of a need to do so. (Krech, et al, pp. 801-804)

B. Activities

»

Ask students to recal stances when they have been caught in a
dilemma, a choice between.alternatives which they were at least tempo-
rarily unable to resolve. Was it because both choices seemed equa}ly
good? Equally bad? How was the choice resolved? Could permanent
inability to resolve a dilemma in.the face of & pressing need to do

so be seen as a kind of paralysis? How could it come about? (See
Kagan and Havemann, pp. 375-377, and p. 380.) In what kin ;/*
person? How about the person given to premature,g&psure, SQ ind of
a person is he likely to be? (See Krech, eg al, 04 and \p. 815.)

VI. EVALUATION EXERCISES o~ . »
. 7
A. (For Obj. A) Choose one of the following examples. To what aspects
of the situation might a person attend? Describe one advantage and one

disadvantage of selectivity of perception in each instance:

1. Driving in city traffic

2. Studying in a library where people are talking 4n.lQWvai€é§

A

3. Regarding someong.as qour friend (or enemy)

e ¥
P
-t
Joo”

X

*In considering the use of this exercise, the teacher should refer to the final
three paragraphs on the section titled, '"Purposes and Limitations of the Psychology
Elective," on pp. viii and ix of the Introduction to the course of study.

- 1-5 -
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c.

D.

. store, and an executive office building.

.2. Stimulation (novelcy)

‘3. Self-esteem

(For Obj. E)

(For Obj. C) “Ted is walking down a busy street in the heart of town.
HE pagses restaurants, a health clinc, law offices, a large department
" Hurrying past him are people
from a vdriety of socicl classes and. ethnic backgrounds, with varied

-

styles of dress\ RS . - s . . Co

LY
PR .
v, .

Describe how'each uf two® of the following needs might influence selec-
tivity of perteption in Ted's sitdation’ .

1. .Hunger . : ,

4. ‘Membership in a'group. f/ o
5. Constancy
(For Obj. D) John, a‘felatively studious'peréon,‘has just moved from

a well-to-do suburb to another-state and is attending high school
there. While his former classmates studied hard and dressed carefully

. in‘the latest and most sophlstlcated style, his peers at his new

heir dress, and
assmates té-describe

school are more casual, less fashion-conscious in
less studious. One day he is asked by his,ne
his former school and friends.

Answer one of the. following questions:

. v - ¢ , «

, * ;o ; .- /

1. How might a high need for self-esteem-influence John's perception ,
and description of his former school and ‘friends?

2. How might a high need for social acceptance by his peers at the
new school influenre his perceptLOn and description of his former

tschool and "friends? . o

“

For each of the following, assume that the‘situation’
represents an example of prematuré'closure and state whether it is
due to (1) ambiguity of external stimuli, (2) need for self-esteem,
or (3) need for social acceptance. -

1. : . .The decision, as a class, that-a certain
teacher is "awful™ (or "great") after the first class meeting.
C . . ‘
2. . The decision that your parents treatment
of your little sister (or brother) is wrong abecause it is

different and less strict .than their treatment of you at that agé;
. ?
3. A decision that all politicians are gorrupt
based on watching a few hours of the Watengate Hearings. .
¥
e o

00027
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Deciding that a person with long hair, jeans,

sandles, shirt and tie is a '"freak" by attending to his long hair
and ignoring the fact he is wearing a tie.

The decision that the latest fashion, which

all your friends are wearing, would look great on you and is
something you must have, even though it will make you look heavier,

R .
-
-~

00028




.PERCEPTION - PREJUDICE
e

Module 1-C

I.

II.

ITI.

?

CENTRAL PRINCIPAL * i
e L]

From birth, the individudl begins a process of perceptual categorizing

which becomes increasingly refined over time. Thus, perception of. the

environment always represents an organization based upon the individual's

previous learning. (Kalish, pp. 49-58; Krech, et al, p. 797; McKeachie

and Doyle, pp. 168-172) ’

KEY TERMS
Attitude » Pérceptual Constancy ‘
Discrimination Prejudice
Hallucination Set (Perceptual)
I1lusion Threshold

~x
Perception

- -

INSTRUCTIONAL OBJECTIVES

A. No individual is able to take in everything available to his senses.
When working toward a goal, improving the match between one's "percep-
tion and reality necessitates narrowing the scope of the reality
attended tp; gredter efficiency necessitates some loss of openness.
To illustrate his understanding of the perceptual discrimination
process, the student will be able to give examples of the built-in
inevitable trade-off between gain and loss of vision when perception
is viewed in this way.

B. Selectivity involves a number of components among which are set and
longer-term dispositions such as attitudes. The student will be able
to give examples from his own experience of the concept 6f set as a
readiness to perceive in one way rather than another. (Examples: An
individual learns a new word and then sees it often or buys a new car
and sees that model everywhere.) (Cox, pp. 250-253; Kalish, pp. 49-58;
Krech, et al, pp. 172-180; McKeachie and Doyle, pp. 168-172) :

C. The student will illustrate with examples that one of, the complications
of perception is the varying degree of interpretation wﬁich may be

involved, from perceptions so basic that they ar¥ almost universal to
perceptions which are highly individualized.

I-8
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F.

The student will realize that the knowledge that the perception is
distorted or false does not necessarily inhibit the perception.

The student will be able to distinguish between the terms "'illusion"
and "hallucination."

The student‘zi;l be able to give examples of some perceptual constancies.
° Y

IV.  ACTIVITLES \ .

Al

% -

(For Obj. A) The following may help illustrate the notion of selec-
tiv;gg-in perception. An individual may feel a need to fasten on
specifics in the presence of a complex whole. (Examples: ‘following
one player in a' football game, trying to view a painting which fills
an entire gallery wall, focusing on one ring in a thpree-ring circus.)
To illustrate this to the class, the teacher  may brin} in a detailed
picture and have the students observe it. Later a disqussion might
ensue concerning what was observed. The students should note, in
particular, whether the emphasis or focus of their observation was on

‘the. Gestalt at the cost of losing details or on individual details at

the expense of not being able to take in the whole.

(For Objs: A and B) To illustrate perceptual individuality, read a
passage from a book to the class. Ask the students to explain how
they perceive a particular character from the passage. Point out that

. perception itself and motivation to perceive in a certain way are

ingseparable.  The same idea may be obtained from the films Rashamon
and The Eye of the Beholder. (The latter is available in the MCPS
fi{lm library, film number 4329. The former is also available in

play form.)

(For Obj. B)* 1Illustrate varied perception of a single object due to
differences in perceptual set., To accomplish this, the teacher may
show to the students a picture of two men standing on a bus; one black,
one white (Wertheimer, p. 148). Before showing the picture, the
teacher will explain to the class that recently there have been
numerous instances of racial conflict on buses. To one group, the
teacher will indicate that such encounters have involved blacks
exhibiting agressive behavior towards whites. To a second group,
he/she will indicate that the reverse is true. The picture will then
be observed by the class,'and the students will describe what they
see. Later a discussion might be held comparing and contrasting the
various responses. In particular, the students should examine the
way 1in which the picture was viewed varied with the expectations or
set with which the students viewed it. (Other demonstrations that
are similar are: Leeper's experiment (Krech, p. 176) and Bugelski's
Rat Man (CRM, 1970, p. 321.)

(For Obj. B) This experiment also demonstrates how judgments may be

-prejudiced by perceptual sets. Divide the class into two groups.

Each group.is shown a series of ten briefly-presented pictures (10
seconds each). One group sees animal,pictures and the other group

Q .

*In considering the use of this exercise, the teacher.should refer to the final
three paragraphs on the section titled, "Purposes and Limitations of the Psychology
Elective," on pp. viiiqapd ix of the Introduction to the course of study.

I-9
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Bugelski's "Rat Man'' for Activity D
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gsees pictures of human faces. The students are ‘'to write down the

subject portrayed in each picture, 'such as "lion" or "girl," dependifig

on the group. Then each group is shown the Bugelski 'Rat-man figure

(CRM, 1970, p. 321). The perception of rat or human face should be |
affected by preparatory set. For additional activities illustrating
perceptual set, the teacher may consult Section III of Experiments On
A Shoestring, by Minahan and Costin.

E. (For Obj. B)* The following will serve to illustrate the concept of
"set." The teacher will ask for a volunteer from the class to partic-
ipate in a brief experiment The teacher will then perform the
following ip order to "set up" the student so that he/she will give
the desired response. The teacher will direct the* student to spell
"spot" four times in rapid succedsion. Immediately afterward the
student will Me asked to answer the following question: '"What do you
do when you come to a green light?"

If the directions are given briskly, the student will tend to say
"stop'" even though the correct answer would be "go." This is because
he/she has been set up to attend to the distinction between the words
"spot" and "stop,” and in the process, neglects the appropriate
response ''go." »

F. (For Objs. C and D) Illustrate errors in perception with various
senses. Examples: /

1. On a hot day, the pavement appears wef (mirage).

2. ;Optical illusion (Engle and Snellgrove, pp. 297-298; Hilgard, et al,
pp. 144-145; Kalish, p. 57; McKeachie and Doyle, p. 164)

3. With the sense of smell hinderedf an individual may not be able
to discriminate on the basis of/taste. To illustrate, the teacher
might cut a potato, an apple, and an onion into bite-size pieces
and feed them, in random order, to a student volunteer who is
both blindfeclded and wearing a swimmer's nose clip (or in some
other way is prevented from bfeathing through his nose during
the experiment). Record the student's responses and question
him later on what cues, su¢h as texture, beside actual taste he
used to distinguish between the foods. -, >

G. (For Objs. C and F) To illustrate how perception is complicated by
the varying degree of interpretation involved, the teacher might
discuss with the students the degree of interpretation involved in
perceiving another's emotions, such as anger. While it might not
involve much interpretation to perceive that a red-faced, blustering
person is angry, it might take a great deal more interpretation to
perceive that certain beHavior by another individual (e.g., silence,

a hard stare, fidgeting) is a sign of anger. Thus pérception of anger
in a character in a movie is easier than perceptioy of anger in a
friend. In the former, universally recognizable Pehavior may be
.deliberately employed; the latter may require a Aigher degree of inter-
pretation. (See Krech, et al, box, pp. 550-55.)

*In considering the use of this exercise, the teacher shguld refer to the final
three paragraphs on the section titled, "Purposes and Ljmitations of the Psychology
Elective," on pp. viii and ix of the Introduction to the course of study.
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V.

H.

THE

4

Following this, students might consid 3Tffering amounts of
interpretation (and th¥ likelihood ofmbion in interpretation)
between perceptions in the social realn&such as those above and
perceptions of material objects such as tables, blackboards, etc.

in the classroom. Students who do not think interpretation is
involved in the perception of material objects can be briefly intro-
duced to the topic of perceptual constancy. (See Hilgard, et al,

pp. 136-141; Kagan and Havemann, pp. 242-248; Kalish, pp. 56-57. )

-

" Is ambiguity, and thus interpretation, more likely to be involved in

perceptions in the interpersonal realm? Does this make prejudice
more prevalent in perceptions of interpersonal events as opposed to
perceptions of material events, (e.g., considering the possiBle cause,
of an engine fajlure; viewing a painting)? The students should be
encouraged to consider prejudice in connection with the latter realm,
and as existing on a continuum (see the Normal-Abncrmal section of
this module).

With regard to perceptual constancies, the students might enjoy con-.
sidering whether the social amenities sometimes serve as ''constancies
in the realm of interpersonal perceptions. Do such forms as extending
one's hand in a greeting, saying '"excuse me," a man holding a door
open for a woman to go before him, etc., tend to impose a constant
(i.e., fixed and shared) perception of social events which might

otherwise be more open to varied interpretation?

(For Obj. D) Some illusions are so compelling in nature that even
when recognized as illusions, the illusory effect remains.

1. The Ponzo illusion (Hilgard, et al, p. 144) may be recognized,
.but one line still appears longer than the other. .

2, An airplane pilot flying. blind, upon losing his ‘sense of balance,
may not believe his instruments.

4

3. The perceived backward movement of the spokes of a wagon wheel
(as seen in a movie) is illusory.

4, The perceived ﬁovement of a stationary train when a moving train
passes by is also illusory.

NORMAL - ABNORMAL CONTINUUM

Instructional Objective

Activities

The student should be able to give examples of how the readiness
involved in the concept of set exists on a continuum.

B
-

1. The students could be encouraged to give examples where they have
been so ready to hear, see, taste, etc. something that they have
grossly misinterpreted, a sound, sight, flavor, etc, in favor of
what they anticipated. (CRM, Psychology Todgy, p. 244)

I-12.
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2. The teacher might illustrate a continuum of readiness with the
example of a mother's alertness to her newborn's crying, then that
alertness becoming so acute as to lead the mother to misinterpret
other sounds (e.g., othgr sounds in the house at night) as the
sound of the baby crying; or conceivably leading further, to the
mother hed?ing her baby cry in a situation where that is not
possible (e.g., mother has had to be hospitalized while the
béby remained at home). The last may be considered an halucina-
tion if the motheg}is incapable of correcting the impression.

VI. EVALUATION EXERCISES
A, (For Opj. A) The school nurse has é%amined two children exhibiting
mild fevers and red blotches on the skin and has made the diagnosis
of measles. A teacher tells her that she is sending down another
child who is feeling i11l. Invoking the ancept of "set," discuss the
way the school nurse will examine this third child. What are the
advantages and disadvantages of '"set' in this case?

& B. (For Obj. A) Discuss the perceptual selectivity process in terms of
gains and losses to the observer.

who gave only multiple-choice examinations. Beth is now in the ninth
grade and her new social studies teacher has informed the class that
they will have their first exam next week. What type of exam 3121“
Beth be likely to study for? Wha7 psychological concept does this

C. (For Obj. B) In the eighth grade, Beth had.a social studies teacher /////

illustrate?

D. (For Obj. D) Give examples of commonly-known optical illusions where
the viewer tends to continue to perceive the distortion even after he
has knowledge that an illusion exists.

E. (For Obj. D) True or False - Optical illusions tend to persist evert
when the viewer knows the stimulus to be illusory.

F. (For Obj. E) Tell whether each of the following situations is an
example of an illusion or an hallucination:

1. While checking the dimly-1lit building after a party, the chairman
. of the dance committee '"sees" a '"person" leaning against the wall
at the far end of the dance hall. As he gets closer, he realizes
that it is a forgotten coat hanging on a wall hook.
§ L]

2. A woman is alone in her house. She (suddenly) hears the voice of
her mother who has been dead several years. The voice continues
for several minutes.

G. How can we tell whether any particular example of false perceptiomn is ,
an hallucination or an illusion? Discuss.

NOTE TO TEACHER: While there may be some cases in which the distinction
is not clear, the deciding factor is generally the degree of directness
of external stimulation involved

I-13

00034




PERCEPTION - CONTROL

Module 1-D . : .

I.

I11.

I1I.

Iv.

CENTRAL PRINCIPLE

Perceptions arise not only from sensations based on stimuli in the external
environment but from sensations based on internal stimuli, viz., when the
immediate source c¢f stimulation is within the body. When certain of thede
internally-induced perceptions are associated with the advent of particular
behaviors, as in the case of a feeling of tightness in the chest heralding
an angry outburst, they can serve as cues (Sanford, pp. 232-233). Once

the perceptions have acquired signal properties, control can be exerted

over behaviors. Whether or not such control is exercised then becomes a
matter of the individual's decision, and thus an aspect of his self-control.

KEY TERMS

Cue

Internal Stimuli
Perception

LEARNINGS ‘

A. The student will be able to differentiate the terms perception and cue.

B. By understanding how perceptions of internal events can assume a cuing
function, the student will be able to discuss how an individual, in
such circumstances, may choose to permit the progression of a behav-
ioral sequence or how he may interrupt or divert it.

-

o

ACTIVITIES

A. (For Objs. A and B) The instructor will present the following case
history: Toby, an adolescent of normal intelligence, had little
impulse control and was easily provoked to excessive displays of
violent,aggression. As a result, he was involved in numerous fights
and was increasingly likely to inflict permanent injury on his adver-
sary of the moment. Following these episodes, Toby was invariably
contrite and repentant. A plan to answer Toby's request for assist-
ance was developed. 1In brief:

1. Toby was to build awareness of his body processes By periodically
monitoring his reactions while engaged in vatious activities,
payikg partgguiar attention to’ situations conducive to anger.

2, He was to identify his physical feelings connected with anger
gsufficiently to label and describe them, e.g., feeling hot all
over, muscle tension, etc.

I-14
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A
3. This accomplished, he was to attend to these'cues by leaving
__the situation and going to a resource center where he could
relieve the tension through discussion or appr?priate physical
release,. \\

As Toby became adept at recognizing and controlling\his behavéoral

sequence before 'the point of no return,' the assaulﬁive encounters
diminished noticeably and the alternatives began to assume positive
value in themselves, éﬁ\

A general discussion should follow with regard to this technique, its
advantages (such as the development of control not dependent upon
external forces) and disadvantages (such as the difficulty in eliciting
consistency and cooperation in staff personnel), etc.

B. (For Obj. A and B) From their own experience, ask the students to
list perceptions accompanying the conditions of (1) extreme fatigue,
(2) anxiety, and (3) anger. Have them compare their lists for common
responses and ask them to consider the origin of unusudl responses.

C. Discuss and debate with the students the several theo iés of emotion
" (Sanfoxd, pp. 241-245; Hilgard, pp. 341-342).

NORMAL-ABNORMAL CONTINUUM

" A. Instructional Objective

The use of perceptions.of internal events so as to facilitate self-
control may range from total repression of sensation to extreme
preoccupation with body processes. Therefore, tMe student should
understand that such pathological c¢onditions as conversion hysteria

and hypochondria are representative of opposing but equally maladaptive
limits of this continuum. l h

B. Activity

Ask the class to consider the case of Toby in terms of how his
response to the training plan might have exceeded the optimal limits
in either direction to the point of an inability to deal realistically
with stress. What kinds of behaviors might he have exhibited in
either case?
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UNIT II - MOTIVATION

' " (Includes Modules 2-A, 2-B, 2-C, and 2-E)

~
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MOTIVATION - CONFLICT

Module 2-A
I. CENTRAL PRINCIPLE

Motives are energizing and directional "sources of behavior. Because ‘they
move the organism to interact with its environment, either to seek satis-
ﬁaction or reduce discomfort, they bring the organism into situations of
tension and conflict. Awareness of one's motivation is an important
elément in the avoidance or resolution of conflict.

1I. KEY TERMS

Drive Need

Incentive, positive or negative Territorial Imperative
Instinct Unconscious motive
Motive ®

’III. INSTRUCTIONAL OBJECTIVES

A. The student will be able to describe two difficulties in defining the
term motive. (Hilgard, et al, pp. 312-315; Krech, et al, p. 483)

B. The student will be able to define and differentiate among motive,¥*
need, and drive.

C. The student will be able to state, in terms of the study of inherited
dispositions, an argument for or against Robert Ardrey's thesis that
man has & built—in need (territoriality) which impels him toward
aggression. '

D. The student will be able to describe generally some of the evidence
supporting the existence of unBonscious motives.

E. The student will be gble to describe briefly an interpersonal inter-
action between two or more people in terms of their underlying
motivations, including the degree to which they are generally comple-
mentary or generally in opposition.

.

F. The student will be able to give examples supporting the following
proposition: since motives can bring us into conflict situations, it
follows that unconscious motives can bring us into conflicts of wh®we

origins we are only poorly aware.

*There 1s not close agreement on the use of this term. It is most often used as
a general term encompassing inferred goal-seeking states of the organism whether
or not they have a physiologjgal basis.

11-3

3




G. The student, referring té:%ne of the examples of conflicting moti-
vation used in connection with the other instructional objectives of
this module, will be able to show how awareness'of cne's motivation
can aid an individual in ameliorabing or avoiding conflict.

IV.  ACTIVITIES -

A, (For Objs. A and B) An opening activity might begin with the Eaacﬁer
asking students to name as many motives as they can while the teacher
lists their responses on the board. References to characters in
popular novels, movies, etc. which the students are likely to have
read or seen may be used to stimulate a long list. Following discus-
sion of the purpose served by the term motive (to explain why people

e do things; to express what gets people started; to explain what keeps

' people trying; to describe the directions different people take; etc.),
thg teacher might see% from the students or suggest to them a defini-
tion of motive which ifcludes its goal-seeking character and the:
elements of activation, persistence, and direction which are aspects
of the goal-seeking. .

The students might hen be asked to subdivide the list. Are there -
different kinds or categories of motives on the list? To guide .
discussion, initially or after the students have attempted some
categorizing on their own, the teacher might suggest some dimensions
or categories:

1. Basic or primary motives persus derived, learned, or secondary
motives. Various bases for deciding which arg the primary
motives, e.g., social importance, strength and controllingness,
universality among all men and cultures; universality among at
least the higher animals, are likely to be considered along with
the common one of whether the motive has a.specific physiological
basis (hunger, thirst, sex, etc.). The teacher might want to
comment on the importance of this latter basis for defining
motives (needs and drives, really) in terms of the psychologist's
need for precise and reliable meagures of the phenomena he inves-
tigates. Motives with a specific physiological basis could be
contrasted with those for which none is apparent (curiosity;
manipulativeness; desire for recognition, power, or achievement;
‘etc. ). )

2. Motives which are related to appetites or pleasure-seeking versus
those related to aversions or avoidance of discomfort (pain,
humiliation, physical injury, etc.). This distinction can be used
as a reminder to the students that all motives are not appetites,
moving people toward things (positive incentives). Depending on
how far a teacher wishes to lead a group of students in this -
direction, this distinction may be used as a basis for considering
all motivated behavior in terms of appetites (approach behavior)
and aversions (avoidance behavior®. More able and interested

. students may go on to consider (1) the role of incggtives in
motivation,s (2) the interaction between drive and incentive, and
(3) the relative meriis of a drive theory of motivation versus an
appetites and aversions theory (Hilgard, et al, pp. 304-304 and
< 308- 310)

N
’
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B. (For Obj. C) The teacher should refer to Module 5-C (Developmental-
Prejudice) in Unit V, Instructional Objectives A and B and-Activity
A, for aid in getting the students to realize some of the difficulties
of definihg an instinct and the relationship of this term to the
heredity versus environmert controversy. . J

C. (For Obj. C)* An approach to learning about the concept of instinct

" in the context of conflict would have the students consider the
general proposition of whether man's biological inheritance predisposes

% him to conflict and violence. To introduce this topic, the teacher
«might, by prearrangement, have a few stadents seat themselves at the

3 beginning of a class session in seats which are customarily taken

"Ry other students in that class. After allowing a certain amount.of
aﬁ&sruption and expressions of resentment to take place, the teacher
should announce that he asked the students to change their accustomed .,
seats in order to illustrate a psychological phenomenon, then ask the
displaced students to comment on their feelings on finding their usual
seats taken. This discussion could be augmented by then having all of
the students relate the feelings just expressed t? those which they
might have in the following situations: .

LY

1. The student is/seated in his parked car when a passing- stranger

stops and sits on the fender. .
H

2. Tue student is on a date with his girl friend when a boy who is
a stranger to them walks up and tries to become friendly with
his girl. , .

3. Fhe student drives up to his house expecting to park in his usual
place in front of it and finds all of the available space taken by
cars unknown to him. ‘

’

-

k 4. The student is having an intense political discussion with someone
who gets closer and closer as he argues with the student.

5. The student comes to the dinner table at home and finds his usual
seat taken~3¥ his brother or sister.

This discussion of feelings centering around displacement can serve

as an introduction to the idea of territoriality. The teacher can

convey the idea with the following: (Excerpted from The Territorial

Imperative.by Robert Ardrey. Copyright ® 1970. Reprinted by permission

of Atheneum Publishers, pp. 3-4) . ‘

"A territory is an area of space, whether of water or earth
or air, which an animal or group of animals de?%nds as an

exclusive preserve. The word is also used to describe the.
inward compulsion in animate beings to possess and defend

such a space. A territorial species of animals, therefore,
is one in which all males, and sometimes females too, bgan
an inherent drive to gain and defend an exclusive property.

y .

. *In considering the use of this exercise, the teacher should refer to the final g (/\\
' three paragraphs on the section titled, "Purposes and Limitations of the Psychology -~
Elective,f on pp. viii and ix\of the Introduction to thé course of study.

/. II-5 ' ' .
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We may also say that in all territorial species, without
exception, possession of a territory lends enhanced
energy to the proprietor. Students of animal behavior
cannot agree as to why this should be, but the challenger
is almost invariably defeated, the intruder expelled.
"In party there seéms some mysterious flow of energy and
resolve which invests a proprietor on his home grounds.
But likewise, so marked is the inhibition lying on the
intruder, so evident his sense of trespass we may be
permitted to wonder if in all territorial speg¢ies there
does not exist, more profound than simple learning,

some universal recognition of territorjal rights.

The concept. of territory as a genetically determined form
of behavior in many species is today accepted beyond
question in the biological sciences.. But so recently
have our observations been made and our conclusions
formed that we have yet to explore the implications of
territory il our estimates of man. Is Homo sapiens a
territorial species? Do we stake out property, chase off
trespassers, defend our countries because we are sapient,
or because we are animals? Because we choose, or because
we must? Do certain laws of territorial behavior apply
as rigorously in the affairs of men as in the affairs of
chipmunks?" ) .

Short discussions in the teacher texts may also be used here, either
as assigned readings or to be read in class. These deal with aggres-
sion, both as a biological drive and as a complex human expression:

. Hilgard, et al, p. 319 ('Critical Discussion,' The Evolution of
Aggress1on), Hilgard, et al, p. 449 ("Critical Discussion," The
Physiological Basis of A Aggression); CRM, ngcholquAToday, pp. 144-145
(on the physiology of aggression); CRM, Psychology Today, pp. 490- 497
(on conflict, aggression, and adjustment in humans)

The following duestions; to which there are no, easy answeérs, may be
used for class discussion and/or as topics for independent study:’

1. Does territorlality have a spec1f1c physiological basis.im man?
In other animals? :

2. More generally, does territoriality insofar as it exists in man
conform to the textbook definition of a dxive or is it a learned
motive? X .

L}

3. What are the implications of one's answer to question 2 above in
terms of one's hopefulness for mankind's future?  If theére is
such a drive, is man doomed to conflict and violénce?. Or is i
there evidence. that, no matter how conflictful man's biolkogical,

predispositions may be they are not so definitely pattérned’as to

resist being channeled (shaped, sublimated) into less destructive

behavior? Relevant readings on this point, in addition tp The . -

Territorial Imperative are: Morton Deutch, -in McKinney, .
pp. 291-308; Williams James, ''The Moral Equivalént of War,' in

C11-6 : L o
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Memories and Studies; Robert Ardrey, in Annual Editions, Readings
in Psychology, 1972, pp. 196-205 or in Annual Editions, Readings
in Psychology, 1972-73, pp. 192-201.

The teacher who wishes to have some students go more deeply into the
question eof what biological predispositions may be built into behavior
may find this a good point at which to introduce the idea of imprinting.
Short discussiens of this idea and of the work of the ethologists may

be found in Hilgard, et al, pp. 302-303; Krech, et al, pp. 4-5 (Box)
and pp. 62-63 (Box); McKeachie and Doyie, pp. ' 74-76; and CRM, Psychology
Joday; pp. 101-102. Some questions to be considered in connection .with
imprinting ares . R

1. Does imprinting exist in humans or only in lower animals?

2. . T0 what extent does imprinting represent 4 refinement of the
older idea, 1nst1nct7

3. In imprinting terms, does-the invasjon of one's territory act
. as a releaser of the agressive territorial imperative in that i
person? How like or unlike the actions of releasers in lower
animals are the evidences of the territorial imperative in man?
% .
(For Obj. D) A&ministration of a-.semantic differential scale to
‘students may serve as a safe introduction to the topic of unconscious

. motives. A semantic differential scale, along with the procedure for

administering it and collecting the data, may be found on pp. 74-76 of
Experiments on a Shoestring. These pages also contain an alternate
set of nouns' (sometimes called concepts or stimulus words) for use
with such a scale. ©Other nouns as well as other adjective pairs may
be found in Hilgard, et al, pp. 272-273 and in McKeachie and Doyle,
pp. 311-313. Following administration and scoring of the scale, the
teacher can point out to the students the connotations which the test
words, (ncuns) have for them as revealed by the semantic differential
scale. For some students, the test word, rosebud might connote good-
ness, weakness, and passivity; for others, the test wotd fate might

_ be viewed as someéwhat-bad, meither very strong nor very weak and

"quite passive. The teacher may have to try different groups of nouns -
-and’.of. adjective pairs_to'come up with those most likely to contain ’
_surpriseg for the student.- There is no need to try to make things

tricky or personal to achieve this. Test words like mother or father
are best. omitted. = FurtHer, thé administration.and scoring procedures,
.1t should be noted, maintain the anonimity of the individual student's

. responses. . What is meant here is simply that students who.may not be

surprised to find that they have conmotations ‘of goodness for the test -
wond peace or of activity for hero may be surprised at the connotations
for rosebud and fate noted above. Conpotationg which surprise the ’

‘student, 1.6., of which He was previously partly or wholly umaware,

ymay serve as a basis. for injtiating discussion of the unconscious.

How' is it that the students had connotatiods (meanings) of which they.  _
were hot aware "f&r these wards? Are these connotations for a given , - :
word ‘sométimes common amgng the students and sometimes not? Are they
sometimes different for the bdys than for the girls? The point is to

U
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‘Slips of Speech,-.Freud, pPp. 25-71
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impress the students with the number of attitudes or feelings which
they hold but of which they are not aware. Might the same be txue
of their motives? . )

(For Obj. D) Two approaches to giving students some meaningful intro-
ductory experience relevant to unconscious motives stem from work done
in the realm of achievement motivation. (See Sanford and Wrightsman, .
pp. 209-214, and CRM, Psychology Today, pp. 153-155). Possible intro-
ductory exerecises are suggested on pp. 210-211 and p. 155 of these books,
respectively. The first enables the teacher to succinctly review the
measurement of achievehment motivation and have students review and
contrast the two responses to the stimulus pictures. The second
provides sufficient information for students to score themselves on
achievement need, take and score their own doodles test, and on this
basis consider unconscious motives. , . “

Each of the above two activities provides a point at which the teacher

"might introduce the dynamic (instinctual) basis of psychoanalytic.

theory. (The teacher may, on the other hand, wish to reserve this
topic for fuller treatment ip connection with theories of personality
within one of the personality modules.) The teacher who takes up the
topic at this . point can find summaries of psychoanalytic instinctual
theory in the following texts: Hilgard, et al, pp. 319-321; Gordon,
pp. 90-91; CRM, Psychology Today, pp. 464-466; Sanford and Wrightsman,
pp. 217-218; and Hall and Lindzey, pp. 35-40.

(For Obj. D) The above activities dealing with unconscious motivation
should. furnish a meaningful basis for consideration of the several"
perhaps more arresting areas of. behavior in which the- existence of
unconscious motives is usually inferred. Any of the following three
areas are fruitful avenues for independént or classroom study of?
uncénscious motiveés both as expressions of conflict and producers of

gonflict.'

Dreams - Hilgard, et al, pp:. 171-172; Kalish, pp. 84-86; Kresh, et al,
pPp. pp. 764- 765; Gordon, PP, 150 160; Hall and Llndzey, pp. 56-57

Hypnosis - Kagan and HaVEmann, p. 95 and p. 358; Gordon, p. 256;
Sanford and Wrightsman, 217-218 )

General - Louis L. Robbins,.'Unconscious Motivation," in Guthrie,
pp. 119-123 ‘ . . £

(For bbjs. D,.E, ¥, and G) The students might be asked to recall
instances of their very first meetings with peeple. Were there

4océasion5 when, from the very first contact, they were strongly moved
.. toward or away from the person; moved to pleasure, to offer help, or

. to aversion and the desire to leave? What motive generally speaking,
.might haye underlain, such reactions? Were they motives of which the

students were aware? Have students recall how often they have been
strongly moved in such situations without being able to explain why

L to tﬁemselves. CL . .

Y
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(For Objs. E, F, and G) To illustrate that motives of which we are
not aware may lead us into conflict situations, the teacher should
emphasize the number of motives - of differing strength, persistence,
and direction - at work in any given individual at any particular
‘moment: motives having to do with achievement, affiliation, aggression,
autonomy, defense, dominance, exhibition, nurturance, order, playful-
ness, etc. The students might enjoy coming up with whole complexes
Jf motives possibly at work at critical points in the lives of fic-
tional characters with which they are familiar., The many motives'
likely  to be involved at any given moment, and their fluttuation in
strength and direction, should be emphasized. .

‘Theé teacher could then raise the issue of the likelihood that the
complex motivational states of two people engaged in anm interaction
will be perfectly complementary at all points. Is it likely that s
the demands of any interaction willxbe smoothly matched with all of
the needs of the parties? or‘is it more likely that there will be
conflicts i1f only because of the variety and changing character of

the many needs at work in the situation? It should be emphasized

that these conflicting motives may be at the.center of the interaction
and the individual's awareness but that many of them will be, at

best, at the periphery of awareness. The teacher may give this last
point more vividness by ¢iting the immediate classroAm situation: the
many motives of the students directing them at that moment away from
the topic at hand and the many motives of the teacher ,directed toward
dealing with the topic. In any situation, satisfact{on of some motives
is likely to be held in abeyance (e.g., in the classxoom situation,

the desire to play, to act independently, to express anger), while
other motives may be satisfied at least partially through various,
modifications (e.g., the desire to play through the exchange of a \
classroom joke, independence through openness of discussion, aggression
through critical comments). The greater the awareness of the motives
involved, the greater one's ability to understand what is going on_ im
an interaction and to find at least partially satisfactory substitutes
for motives likely to produce tonflict.

t 1r-9,
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MOTIVATION - IDENTITY

Module 2-B
I, CENTRAL PRINCIPLE
Five of the higher order needs commonly attributed to the individual are:

"A. A need for constancy and predictability

-t P

’ B. A need to feel that one is.a valued and valuable individual ) -
Cs A need for membership in one or more collectivitieS'

D. A need to maintain a relatively stable view of oneself as a person
. thh characteristic needs, values, motives, habits, etc.

o’

E. A need for mastery or some ability to control

II. KEY TERMS

Drive
Motivatien
Need
III, INSTRUCTIONAL OBJECTIVES

A. The student will be able to didEi;guish‘between a definition of need
and a definition of drive. (Hilgard, et al, p. 304)

B. Tﬁe student will be ablé to define motivation and name, one of the
problems involved in Jéfining motivation. (Hilgard, et al, pp. 314-315)

C. The student will be able to support the proposition that the larger 4
" part of each individual's daily activities, in both the physical and T,
¢ social realms, reflects the need for comstancy. (Hilgard, et al,
) pp. 329-330) . d -
.2 D. The student will be able to discuss apparent exceptions to the need for

membership in collectivities, arguing either: (l) that cases such as
.those of the hermit, the loner, and the constant dissenter are true
exceptions to the need, or (2) that these are only apparent exceptions

~ which support the need, i.e., the n¥ed is still present but iA dis-
guised form. ..(Hilgard, et al, pp. 92-93; Kalish pp. 327-333) -

s

E. “The student should be able to cite ways in which each of the needs
’ mentioned in the central principle is satisfied differently.in infancy,
g . - adolescence, and .adulthood. (Hilgard, et al, pp. 68-79, 88-96)
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The student, referring to thesé ame needs, ;ill be able to cite ways
in which achieving a cense of sglf as an independent and autonomous
person in adolescence involves/altered relations with parental figures.
(Hilgard, et al, pp. 92-94)
The student will be able tojillustrate the five needs dealt with in
the module.

"ACTIVITIES . ‘

(For Objs. A and B) Introductory discussion could center about the
questions, "What are motives and needs?"; "Why do we need these
concepts?'; “How do we study them?" The distinction between needs
and drives, while perhaps not made in the student texts, is made
clear in the teacher texts (see Hilgard, et al, p. 295) and bears on
‘the question of how we study needs. The students might enjoy making
up their own list of human needs, then taking the whole array of
suggested needs and trying to organize them. The different attempts
at organization should yield informaiion on some of the difficulties
of dealing with needs. Which ones are truly needs? In accordance
with what criteria? Do they have to be identifiable in all individ-
uals or just most individuals? In animals as.well as man or just in
man? Should the array of needs named by the students be organized in
what 'appears to be an evolutionary sequerce? In terms of their
importance to man as we interpret his essential nature? From the
standpoint of one (e.g., self-actualization) or two (e.g., sex and
aggression) basic needs from which the rest are seen as derived?
Emphasis should be on impressing the students not only with the
importance of defining needs and hierarchies of needs, but with the
implied preferences and value judgments which accompany any definition
once one ventures Qeyond the obvious physiological needs.

(For Obj. C) The teacher might begin by proposing the following
statement for discussion: People tend to perform the bulk of their
activities in routine ways. Examples: path to and from daily desti-
nation, pattern of buttoning shirt, donning and removing socks in
routine order, pattern of bathing or showering, shaving, brushing
hair, etc. ‘

The teacher could then carry this beyond the interaction with physical
objects and extend it to the realm of social interaction, such as
greeting rituals, social amenities, and manners. A multitude of both
social and physical arrangements induce the individual to act, most

of the time, in fixed, regular ways. His work, for example, is likely
to take place at carefully specified hours in fixed location(s), under
implicit and explicit regulations - all in accordance with the physical
means and social expeétations surrounding him. This may even be sub-
stantially’;true of the individaal's recreational activities. The
social and physical €abric of which we are each a part compels a

great amount of habitual behavior in the service of our common need
for constancy and’ predictability: In considering such a statement,
the teacher should encourage the students to focus on their own
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routines and the way in which the surrounding structure, physical and
social, shapes- these toward regularity, e.g., their seating arrange-
ments in classes, activities between classes, and activities before
and after school.

k4
The teacher could, at some point in this discussion, focus on the
question: 'How well would we function without routines?" This
relates to the need for predicting events in one's environment,
especially the behavior of others. For examples, the need for trust
in one's fellow man not to force one off the sidewalk as one walks by,
not to commit murder on impulse, not to slam én auto brakes without
reason or regard for the safety of others, etc. In daily activity,
we orinarily assume thdt certain tasks will be performed in routine,
predictable fashion. In the absence of such assumptions or if such
assumptions repeatedly prove faulty, the world would seem a very
chaotic and threatening place. Great anxiety would almost assuredly
result as well as great inefficiency as each person attempted to
provide for the increased uncertainties.

(For Objs. A, B, and C) Objective C could be related to Objectives

A and B by.posing the question, '"Is there, beyond the advantages of
efficiency, a true need for constancy?" The students might examine
lists of needs in different texts to see if a need for constancy is
mentioned; if not, why not? Also, how like or unlike are these lists?
What is the students' definition of a need in accordance with which
they argue for or against a need for constancy? The teacher may wish
to use this particular discussion of constancy as a take-off point for
examination of hieratchies of needs. This could be done by noting

the way in which routines free us to seek out and engage in new
experiences. Thus, without efficient means of meeting simpler or
more primary needs,.the more complex or higher needs might never be
addressed or satisfied. Too much time and effort would be spent in
performing simple functions.

(For Objs. D and E) The students could bring in examples from liter-
ature and current events illustrating how the five higher order needs
mentioned in the Central Principle may be at work in a variety of
situations and for people of different ages, e.g., being a guest at

a large, informal social gathering; a parent or a child at the family
dinner table; a car buyer in a new car shqwroom; a child at overnight
camp for the first time; a crewman in a submarine; an adalescent who
hds just received his driving license and is being allowed for the
first time to use the family car on his own; etc. With each example,
the students should be asked to consider how the individuals might
vary in their responses if the situation were such as to deny them
satisfaction of one or more of the five needs. ‘

e e
[w] o ! s
. .

The examples of the party guest and the submarine crewman will be
compared and contrasted here with regard to constancy and predictability
by way of illustrating how the activity might go. Both guest and crew-—
men have the need for constancy and predictability satisfied by a

myriad of informal amenities and more formal rules which set the
boundaries within which expected behavior occurs. At the social
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gathering, the informal predominate (e.g., with regard to éreetings,
gift-giving, selection of topics of conversation and openness in
pursuing them), but some areas are governed more formally and explic-
itly (e.g., attending the gathering in the first place usually depends
upon an explicit invitation; dress at a wedding, prom, or costume
party may become a matter of explicit stipulation; kinds of drink
served to minors, crowd capacity if the party is in a public room,
parking, etc. are influenced or directly controlled by the most
explicit of public rules - laws).

For the party guest, lack of constancy and consequent inability to
prediyt what behavior is appropriate ordinarily results in no more
than minor embarrassment. Picture, however, how great or even serlous,
the social breach may be when the guest is in a country whose customs
are foreigh to him. The students could also consider here how widely
- people vary in their need to be able to predict in this kind of social’
situation, from the person who feels sure that whatever he does cannot
be really incorrect to the party goer who is in agony about whether
every detail of his attire or his conversation is "correct.'" Is the
latter reaction ridiculous or is it just a more extreme form of what
most of us feel when in a strange, i.e., different and unpredictable,
situation?
Aboard the submarine the crewman also has his social exchanges and
relatidonships limited in range by amenities and rules. But the formal
and explicit rules are generally more prominent, particularly so when
he is on duty, during drills and emergencies, etc. What about the
submariner's reactions and his relations with his fellow crewmen should
he somehow lose confidence in the authority of his ship's officers and
consequently in the rules governing his.relations with the officers?
(The Caine Mutiny by Herman Wouk might be referred to here.) Or if the
crewman decides that the ship's mission is immoral and unconscionable,
how does this affect the predlctability of his relations Wwith the rest
ﬂff the crew, from their poink of view as well as ‘his?
<
,The need for constancy and predlctablllt} has béen used in the above”
examples, but the.,other needs could have' been ed as well-and shouid
be equally stre$§sed in classroom discussion. ith regard to all five,
the teacher should note how closely interrelatéd theycare. The needs
for feeling valued, for security in groups, ang for mastery, for
instance, could all be shown to depend upon some satisfaction of the
‘need for predictability. How much mastery.codld one feel in a truly
unpredictable situation? Without some feeling of control, of some
boundaries which limit the figld of possible actions, a person would
at the least experience discélfort and, in more significant situations,
panic. Self-esteem and a stable’'view of oneself are, in turh, based on
social interactions requiring membership in llectivities.

For é“differenﬂremphasis on the relative importance of these ngeds, the
teacher could point out how vital is some feeling of mastery in the
shaping of one's self-concept as a person df competence; of how vital
is interaction with various collectivities to the proper development

of an infant. - }
: ,
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E. (For Obj. G)* A social interaction game aimed at showing how we
react to frustration of these five needs in social interactions.3 -

«3
Use masking tape to apply three labels to the foreheads of three,class
volunteers. One member will wear a label which says, "Respond inconsis-
tently to me"; one member a label which says, "Ignore what I say"; and
one member "Tell me I'm wrong." Conceal each label from the person .on
whose forehead it is placed. Each member of the group must be able to
read the others' labels without knowing what is on his owm label. A
discussion topic for the group should be chosen. (A topic from this
module might serve to focus interest on the discussion.) If necessary
to further stimulate discussion in the group, the members may be told
that they have to'reach a unanimous decision on the issue. Group
. mémbers may need to be reminded to react to the others in the group

only in terms ef the labels. Nongroup members may be assigned as

. Observers, one observer (or more) monitoring and recording his impres-
sions of each of the group members. ’
Discussion follow-up should take the form of an exchange between group
members and observers with regard to the group participants' reactions:
Insofar as the discussants were able to get truly involved in the
discussion, which needs were frustrated and what were the reactions.
to that? -

o

F.  (For Obj. F) The following situation may be role-played by the stu-
dents: the student is attempting to show competence in choice of his
own vocational career by electing to forego college. This is in
opposition to his parents' wishes. The alter-ego role may be employed
for each of the characters to provide additional information concerning
the unspoken thought. (The character representing the alter-ego speaks
and acts the nonverbal communication of the character he represents.)
After the episode has been enacted, each student will switch roles and
the same situation will be replayed. Discussion should center on which
needs were illustrated er the part of each character and how these needs
interacted within each character and between characters. .

V.” 'NORMAL - ABNORMAL CONTINUUM

A. Instructional Objectives

-

1. With regard to each of the needs ‘cited in the central principle,
the student will be able to give one example of a situation in
which an individual's behavior i$ too rigidly and too directly
controlled by the need. (Kalish, Chapter 2, Hilgard, et al,

pp. 297-300)
« \

.

*In considering the use of this exercise, the teacher should refer to the final
three paragraphs on the section titled, “Purposes and Limitations of the Psychology

Elective," on pp. viii and ix of the Introduction to the course of study.
. : '

—_— ) e
and Identity in America, by Richard A, Kasschau, Ph.D., Department of Psychology,

University of South Carolina, Columbia, South Carolina 29208.
¢ \
\
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2. With regard to any one of the needs, the student will be able fg
give an example of behavior so rigidly and completely controXled

. ’ by the need as to be considered abnormal (Kalish, Chapter’ 2;
Hilgard, et al, p. 304) ’
> : B. Activities

1.- (For Obj. A) The activities in the earlier portion of the
module should be sufficient for this objective because it simply
emphasizes the maladaptive in everyday behavior with regard to
these neFds.

2. (For Obj..B) Specific examples of abnormal behavior could pro-
vide a basis for activity related.to this objective. Examples
can be taken from newspaper reports of current bizarre events
(particularly trial testimony, psychiatric evaluations of defend-
ants, etc.,); case histories and interviews (McKeachie and Doyle,
pp. 506-514 and pp. 524-539); tapes of interviews with patients
(The Disorganized Personality by Kisker); etc. In each instance

\ - - the students could be asked to consider what motives were at work

in determining the aberrant behavior, what motives were ascribed
by neighbors and relatives of the individual in question, by
lawyers, by psychiatrists, and what relation these motives have
to the five motives considered in this module.
. e
VI. EVALUATION ITEMS e

A. (For Obj. A)'. In a few short sentences, explain the difference between
the terms drive and need.

o B. (For Obj. C) Choosing one of the following, explain (1) how the

behavior reflects the need for constancy and (2) how the behavior »
might help an individual to cope with everyday experience:
1. Walking or driving along the same route each morming on the way
ta school .
. YZ. Going through the same pattern ¢f activities/in preparation for
school each morning, e.g., eap?ﬁg breakfast,(washing, dressing,
) etc. in the same order
3. Going to the same vacation spot each summer
4. Going to the same drive-in after every football game .
5. When living away from home for the firgt time, arranging one's ) .

furniture'in a pattern similar to that in one's room at home

6. Sitting in the same seat in class each day .

C. (For'Obj. C) From past experiénce,‘stéte three examples of your own
: behavior which illustrate the need for constancy. At least one of
these examples must be from the physical realm and one from the social
realm.

/
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D. (For Obj. D) Ezhian, a high school sophomore, seemed to be a loner-
In school, he rafely spoke to anyone unless he was spoken to first.
He seldom joined his classmates in social or athletic activities
during after-school hours, and he reported to his guidance counselor
that there was noone whom he considered a true friend. He added that
he enjoyed spending time alone. While most of his contemporaries were
quite excited about rock music, Damian preferred listening to classi-
cal composers and had a particular enthusiasm for opera. He occasion-
ally attended concerts at the Kennedy Center and found himself caught
up in the excitement of the music and applauded furiously.along with
the rest of the audience at the end of each performance. The only
individuals outside his family with whom Damian had routine, voluntary
contact were his piano and voice teachers.

In a paragraph or two, argue for one of the following proposltions:

1. Damian is a true exception to the need for membership in
collectivities. ‘

2. Damian is only an apparent exception to this need and his behavior
demonstrates that the need is still present but appears in
disguised form. .

»




MOTIVATION - PREJUDICE

Module 2-C

I

II..

I1I.

CENTRAL PRINCIPES
A\ .

A. Emotions pervade and color all thinking. Strong negative feelings
(fear, anger, feelings of inadequacy) and positive feelings (love,
pride) frequently contribute to preJudlce (Wertheimer, et al,

p. 148) !

B. Whenever anyone invests a lot of energy in a task or judgment, he is
likely to become committed to the result. Commitment is that which
sustains endeavor and yet may include a resistance or reluctance to
consider evidence which may cast doubt on the result of one's efforts.
(Hilgard, et al, pp. 513 533; McKeachie and Doyle, p. 621; Wertheimer,
et al, p. 148)

5KEY TERMS
Commitment
Motivation . » .
Need
INSTRUCTIONAL OBJECTIVES
A, The student will be able to give examples of situations in which an
individual may adequately cqﬁtrol his intellectual expression but not

be able to adequately control; his emotional expression. This idea is
illustrated in the movie, Guess Who's Coming To Dinner.

B. The student will be able to explain how a person who fgﬁgs insecure
about his own competence may find reasurrance in degrading others.

C. The student will recognize that fear and anger are similar physiolog-
ically and difficult for the observer to differentiate without
contextual cues. (Hikgard, et al, pp. 336-339; McKeachie and Doyle,

p. 60? 3

D. The student will be able to show with examples how fear may lead to
anger and retaliation. This has been illustrated by an overreaction
-of hostility from the citizens toward all college students due to fear
of campus militancy. '

E. The student will be able to define and illustrate commitment.

F. The student will be able to illustrate the relationship between the
amount of investment made in terms of time and energy and the degree

of commitment obtained.

-
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G. ' The student will be able to cite the pros and cons of commitment: .

D

, that commitment is essential to achievement and yet, once made, limits

one's openness to contrasting positions. Example: a strong politieal
affiliation in one direction is likely to preclude-a positive regard
for political affiliations in other directionms.

IV.  ACTIVITIES, : .

A.

(For Obj. A) To show how emotional stress may interfere with logical
problem-solving, make the statement: 'Once you've raised your voice,
you've lost the argument.' Ask the students to explain the implication
of that statement. Ask them also for related personal experiences.
(Krech, et al, pp. 426-428)

(For Obj. B) Discuss: 1Is an individual in the lowest-status job in
the community likely to be predisposed to prejudice? More so than-an
individual who has a high-status position? The students may need to
be reminded that feelings of inadequacy may not accurately reflect
reality. i i -~

(For Obj. C) Ask the students to describe what their body reactions
are when they are afraid and angry, and consider the basic similarities
involved in the two emotions. The teacher might also wish to present
here a more thorough explanation of the physiological components of
anger and fear (see Hilgard, et al, pp. 336-339; McKeachie and Doyle,
pp. 60, 221-222), pointing out that the arousal mechanisms in both are
familar.

(For Obj. D) Present the students with several‘examples of fear-

producing situations and ask the students to consider possible

responses, including responses of angef and hostility. Such examples

are: s

1. Townspeople's responses to the report that thousands of college
students,  including members of militant groups, will be arriving
in their'college town to protest the allegedly unfair proceedings
of a trial which is receiving nation-wide coverage. ‘

2. A child luridly describes her tonsillectomy experience to her
brother just before he is to enter the hospital for a similar
operation. -

i

3. People in a neighﬁarhood discover that a house on their block has
been sold to a member of a lower socio-eConomic class and a
different ethnic background than theirs.

Y

4. After viewing a film which dramatically portrays the communist
menance to this country, and reading much literature on the
subject, a person discovers that a eo-worker is a member of the
Communist Party. ‘

b, 8

I11-18 ~

0053




The teacher might wish instead to present varipus historical
events .(e.g., ‘McCarthy era, reactions to Germang during WWI and
Japane® after Pearl Harbor) which illustrate hostile and
aggressive responses in fear-inducing situations. The teacher
could then ask the students to consider the relation between
anger and fear as seen in the responses of the people involved
in these events.

E. (For Objs. E and G) Discuss the pros and cons of commitment making.
This may best be done using their own commitments as examples.

Cons{der: going steady, career goals, athletics. Implicit in this
discussion is the notion that the restrictions involved in commitment
are likely to createsdistance from alternatives, and the greater the f
commitment, the gredter the distance. As distance increases, there is
greater opportunity/ for prejudicial attitudes.

F. (For Obj. F) Ask/the students to explain why harsh hazing is prac-

“ ticed by groups upon new members. (e.g., the more the new member goes
through to become a part of the group, the stronger his commitment to
the group and the less empathy.for out-groups. (Engle and Snellgrove,
pp. 477, 478) ! ;o

¢ ‘

»

’ G. (For 6bj. G) * As an illustration of maladaptive commitment, ask the:
students to consider the case of the scientist who has devoted much’'of
his life to developing a theory, only to become increasingly aware
that contradicting evidence is mounting., How might he react in terms
of his scientifie objectivity? Why might he be anllned to cling to
the theoretical framework he _has developed, even if he‘realizes that
‘his reasoning 1is in error? ,

Ask the studeut! to discuss from their own eXperlence examples of
strong commitment which may lead to maladaptive behavior. Such

{ §
examples mightﬁi@ o g

1. Spending years practicing a musical instrument to attain profes-
sional competence despite the evidence that basic professional
skill is'not forthcoming, or

2, Pursuing an activity which is no longer satisfying or appropriate
! to future goals, How might these be reconciled?
. 1
Condider reconciliations of "such contrasts between commitment
d hoped for results, and how they may lead to prejudice. , -’
\,The teacher may wish to contrast types of commitment which are
specific to the younger generation as opposed to the older and
vice versd.
. 3 ) > !
V. THE NORMAL - ABNORMAL CONTINUUM \
A; Instructional Objectives ; ) )
1. The student will be able to list some of the things he feels
committed to as existing omga quantitative\continuum. The

~

@ )
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Activities . . .

. = - A,

& . . A
- . s ;

intensity of commitment may vary from issue to issue, Hence,

. one may have strong commitments on some issues and weak commit* .

uents on others . . ‘ . . }. X
. . : . B . -
2. The student will be able to suggest what emotiong may underlie

mates. (Here caution would dictate focusing ‘any reqdest for
public statements on strong commitments and underlying emotions
in such § manper that the teacher can deal’ with their dommonaiity

~ in the group, not their idiosyncrasies.) , * - . .

hi l ¥

3. The student will be ‘able to’ gﬁve‘examples of what he regards as
extreme. commitment, state which of these he would regard as
pathological, and state his reason(s) for so regarding them.
(The idea of pathplogy will require cliss work and discussion.
Is the individual's avior pathological because it deviates so
far from the norm, use the individual is unable to control
it, because it is likely to result in physical harm to himself or
others? How helpful is the analogy to medicine where pathology

"is defined 4k disease? - Are valu& judgments involved in the psy-
chological definition of‘pathology’) (See Hilgard, p. 466;
pp. 498-499.)

L/
(All Objectives) The teacher might cite some examples of commitment;
see how the students distinguish among them and on what basis. Some
examples. )

1. fhe Kamikazi pilots in World War-II , .

i

1‘ _"4 s v - . . .
2% You'ths who have géne to, jail for deliberately refusing induction,

recently or during other wars of this country

3; Members of associations convinced of the existence of flying
saucers many. of whom testify to the flights they have taken in
Flying saucers (The Aetherius. Society,4 ‘The College of Universal
Wisdam )

© .
o

- , !

4." Memhers of the Natibnal Soc1a11st Party of Arlington, Virginia
(hmerican Nazi Party) . .

5. People whose explanations of all political affairs are based on
some "devil" theory, e.g., what's wrong with this country is the
fault of the Demog¢rats; or the Wall Street financiers; or the
radicals; 6r a breakdown in szaditional moral values; or the
Communisté, etc.

' 6. People who spend all of their spare time on: anti-pollution

¢auses; on population control movement; on world government;,on
women's 1lib; etc. a .

-

Paris Flammode The Age of Flying Saucers (New York: Hawthorn Books, Inc.,

thase strong commitments which he has in common with' ‘hisrclass-+,
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VI.

&~

7. Buddhist'monks in Vietnam who immolated themgelved to protest govern-
tiental action; Americédm youths who have done'the same thing.

The teacher could then move the discussion to the kinds of commitments
common among the students. What are they? Preparatioa for_qollege? .
Getting along with a, group of peers?, Workiang for students civil
liberties? Further questions which may be asked about the nature of-
commitment: When is it reasonable .When pathological?- Is, there such,
a thing as' "balanced" or '"reasoned" coémmitment and how doés an individ-
ual manage it? Do we all have commitments which,go go deep tHat we'

are substantially unaware -of them? How would one characterize these?.

- -
. - . . . , .
. . ; 9
a M- A

EVALUATION EXERCISES ‘ S ' y

-

A,

B.

. 1. Fear

' 2. Anger ) o ' L

(For Obj. A) True or False - It is more diEficult for a person to
control his intellectual expression than his emotional expreSsion.
(For 0bj. B) In the sixth grade, Alex was the tallest’ boy in his
class.: At the beginning of the sevénth grade, however, he finds that -
many of his friends are at least as tall as he zs,'and many-aré a good °
deal taller. 1In addition, Alex's grades average ‘to a C during the

first semegter. Alex begins to pick on Seth, his fnlend since second

. grade, who is now taller than Alex and has an A avérager Ha refuses

to be seen with Seth and remarks to his otheg’ friends thag Seth is a
"baby," that he is uncoordinated, a "drip," etc. = What is probably - |
going on with Alek? R :

. . B
% " -

“.
(For Obj. C) ‘True or False - It is difficult for an outside. observer"
to determine, without contextual ‘cugs, whether a person is, experiencing
fear or anger because the obsefvable physiolpglcal signs for each
empotion are so simildr T , AR .

4+ . . .

(For Obj. C) What emotion iIs indicafed‘by the follqwing'%ehaviors;

sweating, nausea, irrationality, rapidly palpitating-heart?

. a

a

3. Pleasure

4, Cannot tell on the basis of,this’}nformaiion alghe
(For ObJ: D) According to, e§tab11shed psydhologlcal printiple, if .a
sniper gituated in a building began firing randomly at passersby, most

people would feel . ” o S
. [ . . < - E!.,m .
1. Fear, followed' by anger and a desgire tovretaliate : e
PR . . Y'Y M TP
2. Someifear, but mostly curi031ty S “ ] . v
> . ‘ . ’ . o :*

3. Fear, followed by embarrassment at 'their ﬁirs;.reaction_ L

4, Mild annoyance that normal routine had, been,Jisrupted

-
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* 1
F. . (For 0bj. E). Define "commitment'" List three things to which you
. ' - .  ate cotmitted. e

.,

) G (qu.Obj F) Three students afe working on different student council
e e committaes planning different evénts.. : . . o

o ,'l:' ﬁack has been working for' three months to organize a faculty- . .
L , *student basketball game. He has .talked to 10 faculty members, = 2
R P15 students, ‘and he plans to play it the game himself. ’

RN R R A
-

“w P .. - ' -
¢ e 2.7 Marsha has just been appointed to the committee to plan what_ the . '
U'sgnior class gift will be. She has contributed $10 toward the . ’
'ﬂﬁf, .- gife and has several ideas about what it should be. o . ‘
h . e 3: Ellen has been working steadily for six months to design the .
?-¢_ o " cover fot this year's yearbéok. She has ‘talked with several
, .
’

. friends about ‘her ideas and after careful cogsideration of more .

-
-

ot v ' than- twenty ideas, she has selected two which she is current&y P

Eﬂ' . . pursuing. L . . " o

E . N . ‘ ‘ Pl

f{ o 1f all of *hese progects are threatenad by budget cuts which’ student T,
E' L, al1 “other things being equal, -is likely to work hardest to have his/ )
o g he; project carried through? Least likelyn Refend your choices, .
TR Eiscus51ng wﬁat factors lead to commitment. . .t )

1, (Fbr Obj, G)u Alice frequently discusses political issues with her.
v parents, who are Republicans. When she turns 18, Alice registers as

F
|
E 3 "
E a Dgmocrat. In subsequent political discussions with her parents, . . =
i V:Ll Alice be more open ot less open to their point of view7 Why? e
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*MOTIVATION = TECHNOLOGY

. .

‘e

Module 2-E : . T ' : (A v

I CENTRAL PRINCIPLE’ - N . -‘

.

While it. is possible to get general agreement on common elements involved
in braihwashing'situations, it is difficult to arrive at an exact defini-
tion of brainwashing, Essentially, "this is due to the problem of fully

- specifying what ¢t means to- have control over. another s. behavior. i
T, KEY TERMS ., -

. \ . . . '
At“t'i.tude‘ LR 'V ) ' - Contral ’
Béainwashingi.' . ._ SR &oti;ation ) . )
Cognitive Dissonance o - ' _Value ‘ ‘

1y INSTRUCTYONAL OBJECTIVES - : \ T
e A The student. will be able to descrlbe two difficulties involved in
' ' defining the term "brainwashlng . i . , :-,. .

B.” The stpdent will be able to describe some elements Anvolved in a
genérally agreed-upon brainwashlng situation. " In addltlon, he will’

. be able to rIlustrate how these elements’ might affect an ind1v1duar s -
o motivatioh. (See Schein's "Bfainwashing - Social, Psychological Factors"
on American POW s 1n the Korean War, in McKlnney, pp. 324+334)

#70c. .Choosing' any twd® of the’ follow1ng examples, the student will be able to

“drgue f0T or against the prop051t10n that each represents a situation

-

T ) : conducive to brainwasﬁing . .
.’ ° . [ A " . ' “ " :
- 1. A prisoner in a.POWw camp A S - . . .
S 2, An inmate!of domEstic penltentlary who #s”in a rehab111tat10n
R program e, _ S el T
~ - ¢ . o .
 F « 3. An‘egldrug.addict‘in a halfway: hoiise such a{ Daytgp or Synanon
X . .' , , % . I:. a . . b * . % . , » « ) N .». ‘o .
<. _ 4, A child-rearing situatiof -~ o .
o o 5. A marine rECQUit in boot' camp . T
['q R - 2 . . . »
f -’ ¢ . -
:*.‘ cuE. A ﬁbi};idal'campaign&’ . : . .
Iy P . - R
‘. ~'»", bo(.- ‘e s . .Q' N - . !
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8. Motivatibnal .research advertising
- 9. A new employee in a large organization

D. The student will be able to give examples which illustrate that appro-
priate use of the term brainwashing requires considgration of two
interrelated but distinct points of view. One is external and situa-
tipnal and has to do with the degree of control which the sftuation
permits the individual tp have ovet his own behavigr. The other is
internal and intrdpsychic and has to do with the degree to which
critical thimking is involved in any change of attitudes and values
which takes place in the presumed brainwashing situation.

.

IV. ACTIVITIES

A, (For Obj A) Have the students read Schein, ''Brainwashing - Social
Psychological Factors' in McKinney, pp. 324-334, or listen to the tape
'~  "pisintegration of Personality in POW's (in Korea)"* up to the discus-
° sion on the U.S. code df conduct. Based upon the article or tape, have
the students list those elements they believe to be involved in this
brainwashing situation. - These elements include:

-1. The deliberate attempt to develop id the individual a feeling ¢f
isolation and mistrust towards other members of his group, followed

by

2. The substitution of a new group identity for the group identity
which had been destroyed

-

. 3.. The development of dependency upon the person(s) in charge
v A
4. The attempt, to control the person's life to as great a degree as
possible .,

v

5.4 The utilization ofnrewards, threats, and sometimes punishment

6. Sometimes the use of physical coercion, debilitation, constant
discomfort, and fear fdllowed by rellef from them. et

.
I3

It should be not that .while thEse elements are present in the POW
situation d €d in the article od tape; they are not fhecessarily
in all situations involving brainwash1ng The object here {s
to describe some'of the elements in an agreed- upon, brainwashing situa-
tion _as_a basis for student consideration of other situations that they
i . ‘might initlally characterlze asvbralnwashing The students should "

E}

¢ questipn, whether these situations are indeed examples of brainwashing
© dnd, 1E S0, what the crucial elements are that make them so. (See
ACQ1vi y B.) -t ‘ )
oy e ' ,. N ’ T 5 ! *
i . E . N . . - . .

M ” .
¢ ¢ . . -
. -

*Copﬂes@auﬂilable through the coordinator of Division of New Projects,’ Department
of; Curriedlum- and.Instruction . . . - .
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The methods in the POW situatlﬁi are designed to influence a person so
that his attitudes, values, and behavior will conform to that desired
by his captors. These techpmiques take advantage of certain needs
commonly attributed to the individual. (See Module B-2. Identity-
Motivation, and Kalish, pp. {20-39.) A discussion could be held in

which the students explore bbw_the techniques they read or heard about
affect an individual's motivation to change his attitudes and values.
. \

One basic motive which is\relevant to the POW situation is the individ-
ual's need to maintain a relatively stable view of himself (i.e.,
maintain consistency of valwes and attitudes). In the POW situation,
the environment was so controlled that information available to the
prisoners and the behavior expected of them was totally consistent with
the attitudes desired by their captors. For example, the prisoners
were induced to discuss attitudes about communism and the United States
as well as 'write letters, give testimonials, etc., contrary to their
original beliefs. These behaviors, which were inconsistent with their
attitudes, created a certain amount of cognitive dissonance within the
individpal, and hence, a motivation to reduce the dissonance and maintain
consistency. (See McKeachie and Doyle, pp. 616-617; Hilgard, pp. 329,
529; Sanford and Wrightsman, pp. 551-552; 615-616.) For those individ-
uals who were susceptible to manipulation, an attitude change in the
direction desired by the prisoners' captors would occur, as McKeachie
and Doyle state (p. 617): "{(1) if there is no other simple means for
the subject to reduce the dissonance created by the contradictory beliefs
and acts; (2) if the expression of the new attitude is unexpectedly
rewarding; and (3) if, in the process of formulating arguments for the
expression of the new attitude, the subject feels that he is using his
own ideas.”

It might be noted that specific behaviéors which contributed to the
individual's cognitive dissonance ‘also were performed in order to

satisfy certain needs. Performance of "appropriate' behavior was
rewarded: the prisoner was approved, which helped to satisfy his need

to feel himself a valued individual; and he also could feel himself a
member of a group, acceptable to his captors, whose members were also
behaving as he did. Most important perhaps, performance of such behavior
meant that the prisoner cduld gain a feeling of safety and security
within an otherwlse fearful atposphere.

(For Obj. C) With specific régérd to (1) the degree of control an
individual has over, his own behavior, and (2) the degree to which
critical thinking is involved in the formation and change of attitudes
and values, consider the followjng situations in terms of how well each
represents an instance of brainwashing: '

i. An inmaté of .a domesti¢ penitentiary who is in a rehabilitation
program. ' Is attitude- and value-change involvad in a successful
rehabilitation effort? If so, how does this compare, ih terms of
brainwashing, to -the experience of American POW's in Korea?

.
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2.

An ex-drug addict in a halfway house, such as Daytop or Synanon.

Is attitude- and value-change involved in curing drug afidiction?

How does this compare to both the POW and the prisoner in a domestic
penitentiary? Of what relevance is the voluntary nature of some
drug treatment programs in terms of the extent to which they may be
appropriately labelled 'brainwashing?"

A child-rearing situation. Considg¥ the sources of attitude- and
value-formation in a child. Whereas the POW's were bombarded
exclusively with values held by the Chinese, the average child in
the course of growing up is exposed to a variety of attitudes and
values from many different sources (e.g., parents, teachers, clergy-
men, other children, and their parents),

How does this diffused control over a child's behavior compare with
the focused control that was brought to bear on the POW's? How
does such control vary with the age of the child? 1Is it different
in infancy than in adolescence? Finally, what effect do these
differences make in terms of whether or not we call child-rearing

a form of brainwashing?

A Marine recruit in boot camp. Is attitude and value change
involved in military training? If so, is it a form of brainwashing?
How does it differ from the POW's with respect to the voluntary
nature of initially entering the experience?

A political campaign. How do candidates manipulate the attitudes

and values of voters in an election (i.e., by making a highly
selective presentation of a candidate's character, competence, etc.

in order to create a favorable public image - see Joe McGinnis'

The Selling of the President, 1968)? 1Is it correct to say that an
individual is brainwashed by contemporary American political campaigns
(in the same sense that the POWs fiere said to have been brainwashed

by their captors)? Or do we’ apply the term inappropriately and
thereby render it meaningless? 1Is the process by which attitudes
and values undergo change the same in both cases?

¥

4 .
A classroom. What role does the school play in the development of
attitudes and values in students? With respect to brainwashing,
how does the classroom situation gompare with the POW camp in terms
of : f

a) The number of hours spent under the supervision of authority

7

b) The amount of control exercised by authority (e.g., the degree
and kinds of rewards and punishment used)

¢) The degree to which the individual may criticize the work for
change within the situation in which he is located

<

d) .The degree to which critical thiﬂking is an aim

11-26
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In terms of the two variables mentioned at the beginning of this
activity, how well'do the following types of classroom setups
represent instances of brainwashing:

~a) A typical classroé;\In\Ehe public schools

b) A token economy classroom\\\

\. \
c) A Summerhill classroom (see Summerhill by A. S. Neill)

/7. Advertising which employs motivational research in order to promote

sales. In what sense are the attitudes and values of consumers
subject to the control of advertising firms? What are the similar-
ities and differences between this and the control exercised in the
Korean POW camp§3 Between motivational research advertising and a
political campaign? .

(For Obj. D) After listening to the tape concerning the POW camp, have
the students consider the following case study:
Corporal Smith spent several years in‘% Chinese POW camp in Korea.
When he returned to the United States, he expressed a positive
"regard for the Chinese system of government and social organization.
A friend asked him to explain this view. He later reported that
Smith's response was not a mere &epetition of communist jargon.
On the contrary, he appeared to be intimately familiar with both
the Chipese and American political systems. When asked about the
source of this knowledge, Smith reported that he had gained it
through extensive reading and thinking which he carried out during
his period of captivity. He ‘said that the Chinese had made available
to him an abyndant supply of books on economics, sociology, history,
and political science. Smith also reported that in the course of
his reading he had tried to poke hotles in the Chinese system.
Although he discovered some important disadvantages in it, he felt .
that it had weathered his attacks better than did the American system
C\under similar scrutiny. He proceeded to list what he saw as three
main advantages of the Chinese system and added later that he didn't
feel that Americans are always right.

Was Smith a victim of brainwashing? Ask the students what they think
the narrator of the tape would say in response to this question. What
criteria would the narrator use in making this judgment? Do they agree
that these are appropriate standards? Do they think that the narrator
might himself be somewhat brainwashed with a different set of values?
Have them consider, in particular, the extent to which Smith exercised
critical thinking in formulating his attitude concerning the Chinese

" system. What effect does this have in terms of7whether or not it is

appropriate to say he was brainwashed? 1Is it necessary then, even in a
situation clearly conducive to brainwashing, to make a separate judgment
about any given individual in that situation as to whether his particular

change in.attitudes and values represents brainwashing?
§
b
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D. (Eor Obj. D) From the above activities, the students should have begun
to identify those elements which they believe are essential in brain-
washing. Two such elements might be: (1) the degree of control the
individual has over his own behavior (the likelihood that the situation
would involve brainwashing would increase as the envirpnment and options
available to the individual become more highly controlled), and (2) the
.degree to which critical thinking is involved in the formation and change
of attitudes and values (the more the situation tolerates and encourages
critical thinking, the less we would want to label it as brainwashing). -
The teacher might wish to have the class construct a continuum for each
of the above elements and place the examples cited above along the
continuum (or a graph could be useg which would combine both elements).
The students could then discuss at what point they would sgy a situation

_ was brainwashing in terms of these two elements. Also, other elements
‘ they might feel are essential to brainwashing should be discussed. The
students should be able to reach a conclusion as to which elements are
83sential if a situation is to be labeled braitwashing.

-

- ’
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UNIT III - LEARNING

(Incl‘udes Modules 3-B, 3-C, 3-D, and 3-E)

.
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LEARNING - IDENTITY -

Module 3-B

I. 'CENTRAL PRINCIPLE | v

One's self-concept can be viewed as substantially a product of learning,
which may continue to change and develop throughout life as a result of new
experiences. v )

II. KEY TERMS o .
Aptitude . Motive -
) Identific;tion : " Reinforcement
Identity Self-Concept
Learning " Trait
+Modeling ) Value

III. INSTRUCTIONAL OBJECTIVES

A,

Any aspect which is characteristic of an individual ecan be included in
his self-concept. The student will know that among these aspects are:

ph&siéél characteristics
traits ‘ .
reference groups .- ~
aptitudes
skills
values and goals (including attitudes, dispositions, etc.)
interests and motives (including likes, preferences, etc.)

(Hilgard, et al, pp. 416-418; Engle and Snellgrove, pp..l72-176)

The student will be able to give examples of how specific characteristics

- belonging in the above groups (i.e., specific values like thrift or

neatness, specific interests like sports or stamp collecting) may, be
learned.

With regard to a list of specific characteristics, e.g., self-confidence-
or the lack of ity gregariousness; honesty; masculinity; femininity;
love of art, dancing, hotrodding, etc., the student will be able to
discuss settings in which they are commonly learned, and the way in

-

I11-3

00065




-

which some settings seem to Impose the learning on the individual while
other settings seem to reflect the individual's freedom to choose
whether to acquire the learning or not. (Sanfotrd and Wrightsman,

pp. 491-492), ’ .

The student will be able to discuss the following question: Does
emphasis on the importance of learning in the development of the self-
concept negate the importance in development of factors over which the
individual has little or no control, e.g., personal physical character-
istics and physical surroundings? (McKeachie and Doyle, pp. 460-475;
Bilgard, et al, pp. 76-77) ’

The student should be able to discuss the development of the self-concept
as the product of different kinds of learning, namely: (1) reinforcement
(conditioning theory); (2) identification (psychoanalytic theory);

(3) modeling (social learning theory). (McKeachie and Doyle, pp. 476-503)

IV. ACTIVITIES

A,

(For Obj. A) This exercise serves to get the 'students thinkiﬂg about
the many and varied attributes which make up the self and about how
these are categorized. Perhaps the easiest way to begin is to ask

each student to list at least eight characteristics which he thinks
identify him. Let the students know that their lists are to be anonymous,
but ask them to indicate sex by placing an M,or F in one corner of their
papers. While the students are writing, the teather can put across the
blackboard as column headings the kinds or cétegories of personal
characteristics given in Objective A: physical characteristics, traits,
aptitudes, skills, values and goals, and interests and motives. The
teacher can then collect the papers and, being careful to choose selec-
tiyely so as to protect anonymity, call out characteristics one at a
time and ask under which heading each might best be placed. The teacher
should share with the class the difficulties of doing this, noting over-
lap between categories and the ambiguity of the terms we commonly use to
express personal characteristics, e.g., "athletic" may refer to an
individual's physical characteristics, may be seen as a trait (a
dimension of personality reflecting a relatively enduring clustef of
behaviors), an aptitude (capacity to learn), or a set of skills.
Conflicts in categorizing should be resolved by reference to definitions
of each category - with terms like "athletics," 'musical,” etc. - by
noting the ambiguities and making up some arbitrary (there is no "right"
way) rules for consistent placement. The point of the exercise is to
become familiar with the categories of individual characteristics and,
beyond this, for the student to see how much in the way of number and
variety or specific characteristics goes into making up the self-concept.

In place of or as a supplement to the students' unstructured listing of |
personal characteristics, the teacher may wish to select one or more of

a number of questionnaires which may safely be administered-to the
students to evoke thinking about the self-concept. Questionnaires

should be se%ected and used so as not to intrude on the private realm

in students'’lives. The object, rather, is to bring out characteristics

-

.
N
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A

which while personal in the sense of relating to the indivdual and his
self-concept are frequently encountered and publicly acknowledged.s To
elicit discussion of values, the teachef may wish to use the Allport-
Vernon test of values.? The whole test and profile for scoring oneself
on it are included on pages 252-4 of the student workbook for Psychology,
A Scientific Study of Man, by Sanford and Wrightsman.

(For Objs. B and C) Here are some more specific questions which may help
to focus discussion on the larger one, "How do we come to have these
characteristics?”

Is the acquisition or learning likely to be different for different kinds
of characteristics, i.e., likely to be different for a skill like ‘diving
than for a value like honesty in business dealings? As we learn these
characteristics, in what settings and of what kinds of characteristics
are we likely to be aware of the learning at the time? How does age at
the time of learning (or at the time the learning begins) enter into this
awareness and feeling of choice?

In which setting is a person likely to feel more of less choice with
regard to the acquisition of characteristics of the self: family, peer
group, public school, college, work situation, etc? Is age and type Of
characteristic more important to a feeling of choice (or the lack of it)
than is the social setting? The teacher may wish to refer here to
Activity A, grouping the characteristics given by several boys and
separately several girls in the class, then asking with regard to differ-
ences which are noted, how much awareness and choice'were involved in
these learnings of sex role. Does society through, institutions like the
family and the school begin "teaching some learnings about self very
early and forcefully? How much of *this. learning about self are we llkely
to be aware of at the time? . . - .

(For Obj D) The teacher might arraﬁge é short debate of the proposition

"There+is less learning of self- ntept in relation to one's phy51cal
characteristics than in relation to one's interests and values because
one hac little or no control over the former.” The debate and ensuing
discussion may be used to briung out two points (heyond the point that
this is a difficult proposition to resolve $~fTI?fassert1ng that we
have great control over our values and interests has its difficulties
when one considers how early and how basically some of these learnings
become part of the self-concept; (2) asserting that one has no control

over his physical characteristics and thus simply discovers them, rather

than making them a part of his self-concept through extensive learning,
is a proposition which has its difficulties, too. One incorporates into
his self-concept a view of himself as being of a certain height, weight,
strength, etc., but people of identical height, for example, may vary
widely in their degree of iriterest in and the value they place upon
being of that particular helght One tall (or shert) person may be

-

’

5. Gordon W. Allport, Philip E. Vernon, and Gardner Lindzey, A Study of'Values .

(3rd ed.),

(Boston: Houghton leflin Company, 1961).

el -
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self-conscious about his height, another substantially unconcerned about
it; one may view it negatively, anothex positiyely. Thus, as far as
Self-copcept formation goes, there is much learning even with regard to
physical characteristics. . &

D. (For Obj. E) A student or group of stLdents may undertake independent
reading about reinforcement, identification, and modeling. This could be
ligpited to the reading required to arrive at definitions of the distinc-
tions between the three followed by consideration of which appear to
best fit certain self-concept acquisitions, e.g., learning within the

* family to act like a little boy rather than a girl; the daughter of a
professional singer learning to see herself as musical; viewing oneself
as punctual at school or work; seeing oneself as unlucky in contedts,
raffles, etc. Which kind (or view)-or learning seems to best fit which
situation?

-
.

For those students wfbhing to go further, there is opportunity to more
fully understand each of the kinds of learning by reading something of
the different theories in which each is embedded. There are summaries
of each theory in each of the approved teacher texts for the course.
The concept of reinforcement because it stems from a theory of learning
is the most fully covered of the three in these texts. Identification
is most closely related to psychoanalytic theory and the writing of
Erik Erikson (Childhood and Society, Identity: Youth and Crisis).

For reading about modeling and social learning theory, the student can
be referred to the work of Albert Bardura ("Socidl Learning Through
Imitation,"6 and the Bandura articls in Pronko, pp. 280-287).

-

A

-~
N -

' - -~

g/ ' ) R

6. In M. R. Jones, (ed.), Nebraska Symposium on Motivation, (Lincoln: University
of Nebraska Press, 1962), pp. 211-269.
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LEARNING - PREJUDICE
.

Module 3-C - , g
I., CENTRAL PRINCIPLE

Reinfordemeht and generalization are key explanatory principles in learning
theory and have direct application in everyday life. (Kalish, p. 63)

II. KEY YERMS

. ”
Conditioning, Classical Phobia
:éonditioning, Operant Reinforcement
.
Generalization' Réinforcement, Secondary
Ledrning

IIT. INSTRUCTIONAL OBJECTIVES

A. With regard to reinforcement

.

- L 4 v

1. The student will be able to define reinforcement and give examples
from everyday life which illustrate, his definition.

2§ The student will be able to %xplaln that in everyday life we are
"generally dealing with secondary rather thﬁﬁ“ﬁ%lmary reinforcement.
Similarly, he will be able to explaln how influences serving -to
confirm prejudice, 'such as those influences noted in Modules 1-C,
5rC, 6-C, and 7-C‘'are examples of secondary relnforcement. (Hilgard,
et al, pp. 200-201; Kagan and Havemanm, pp. 72-73; Sanford and
Wrightsman, pp. 351-352) .

I

-

’
B. With regard to generalization _ o

" 1. The student will be able to define generalization and will be able
’ to give commgnplace examples which illustrate his definition. Engle
* and Spellgrove, pp. 50-59; Kagan and Havemann, pp. 53-54, 59;
Sanford and erghtsman, pPp. 335 364; Hllgard, et al, pp. 188-207).
. -~ A
2. The.student will learn one well-known ‘experiment relatlng reinforce-
ment to generalization and be able to illustrate this relatiomship
. when given examples of prejudiced behavior. (Cox, pp. 197-198;
Engle and Snellgrove, PP. 50 59; McKeachie and Doyle, pp. 96-113)

. T oa « -

IV. "ACTIVITIES . . ,

LA (For Obj. A) Ask the students to name situations or stimuli to which *
they have learned conditioned responses (Examples: response 'to one's
own name; stopping in traffic at-a red light; changing classes at the,
school bell; saying "Fine, thank you. Hew are you?" or any variant of

L ; o Mg .-
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thig in respdnse to a greeting, moving in the school eorridors 80 as not
to bump into other students; starting to read when the eye falls on a
printed page.) Then, after the students have been jintroduced to one or
more definition(s) of reinforcement, ask them to consider what mlght be .
the reinforcements in the ‘development of thesq various behaviors. Some
of the answers sheuld have to do %ith the avoidance of,punishment or
danger (stopping at a red Iight; not bumplng into others; wasbing hands
wheri they are dirty; etc.). But some of the answvers should lead to the .
notion that often the reinforcement is a feeling of satisfaction or
avoidance of guilt in accordance with:an.internalized norm which was -
once externally reinforced (i.e., secondary relnfbrcement viewed
‘developmentally) -7

. ’ )
\ . € - . «

23

¢

This latter idea of re1nforCement can be used to lead the dlscu931on g
toward corsideration of the gomparative amoumts of. primary and secondary )
reinforcement in everyday 11§e, and to speculatlon about the saurces of
this secondary reinforcement; What earlier® learnings is it ‘based on?

To stjmulate discussion consider: - . :

-
-

.The miser who would not spend,h;s money even if hungry (i.e., that
the money becomes autonomous in reward value - it may come to need
. no llnk to a prlmary relnforcer) . .

2. The student who takés a course bécaumg it is' requ1red then becqmes .

BN

«1nterested in pursulng ‘further study in tha; aney ry ¥e ﬁ”,.~ R

3

. . 'S . b
3 .,,. . 8 . M T D
.

tion address  at the UniVerslty of Chicago: . -

' -

"Surely ;t is thé road traveled ané not any partiCular destl—
nathnxthat gustlﬁaes 1iberal education gSurely what we mean .
by the free.play of -the mind is a play of .the’mind without
vo some secret’payhoff in the future. Surely “the ulxlmqte Justa—
fication of. a,univer31ty\educat10n is not something that could
. be,destroyed if ‘the student''s life ended on the day of gradu- T
: . ‘ation. Apk yourself whether you would con51der yourself zheated .
e . 1f some dort of'flamlng dlsaster struek- Rockeﬁeller ‘CHapel and
_‘took all cf ug to thet kind of \inexpected deach that may, in -
. £act meet some of sys'during the nextoyear, because you had
’ - 'Spent your laSt years struggling for an edudatlon. I suspect
thdat® sgme of 'you would feel cheated, but if Yyou would, if. yot
'do rot’ feel -any sensé thac“Lhese reaéht years have bej§?1n some

‘a

w

. degree self- Justlfying,nI feel sorrY‘fpr yours'. oL o

N «e\‘"" A
“The’ students may want, to d1scuss this passage <n.terms -of "11V1ng““ .o
‘for the moment," existentiallsm, etc. Ask thém .td c0ns1det ¥t as a
»  ‘statement about secondary reinforcement. What mlght be some ‘of the”
.« “previous learnings required upon whiclr to make educatlon - college ’ .
w or high school - reinforcing of itself? (Cox, pp. 197-198;

x; McKeachie and Doyle, pp. 96-113)

N

E . ' 3. Or have the students consider thé followxng excerpt, from a convoca—
|
E

7. Wayne C. Booth‘ "Mr. Gradgrind, 1965," The University of Chicago Magazine
" 57:1 (May, 1985): {4-7. - A C

L] " vy M . ~-
» . ‘& . - ~
. .
. . . .
; VIII-8 © . ¢ Yo
. oo Lol ; ot -
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B.

Fo

4. The .hospital. paLient whose paln diminishes at the approach of the |

nurse (McKeachie and Doyle, PP 233- 238). . o e _
(For, Obj B) Present'.to the stuQents pn experiment rélating reinforce-
ment to«genetalization (Hilgard, et al, pp."194- 195 ‘Krech, et al "

pp. 291-292, 301; McKeachte and DovLe, bpiﬂlfé 120; .Sanford and
Wrightsman, pp. 343~ 345 348). Have the students. descrxbe how the
generallzatlon was leafned and reinforced L : N

.
Ask the students to name various situations 1n»wh1ch thelr response was
based upon a generatization. Examples ar&: their Bahavior when enterlng
a class’ (or .any new situation) for the first time; determination of what
to wgar based on current” weather conditions; categorizing objects or
people into groups. Discuss with the students how reinforcement is
related to the generalization developed in each example. For example, |,

a person who was positively reinforced for behavior in a given®sitdation

might decide to act in the same way in a similar situation. The teacher

might then have the students consider examples of prejudiced behaviof,
examining the generallzatlon anolved in each example ahd how -1t réla;es
to reinforcement. . .

. L %

v -

NORMAL -~ ABNORMAL CONTINUUM - S R

Instructional Objective .- . ‘ BN

- . N ¢
The student will be able to explain uslng examples that responses based’
ORn 1naccuraﬂe generallzatlons may be maladaptlve, as in the gase’ of a
phebia. k - .

’

Activities ’ x’ . . .
1. From their own experlences, ask the students to relate commonly-
.enoountered situations in which their responses or expectations did
. .pet ‘seem Justlfied such feelings may Be positive or negative
¥ (Hllg%rd ‘et al, p. 470; Engle and Snellgrove, 'p. 180; Krech, et al,
J.p. 294). Example: insgtant like or dislike of a person ypon meeting
hlm/her for the first time. The students may be able to explain
sdhe of these responses as genera;lzatlons D1scuss w1th'the stu-~
dents. how their responses in such 'situations may be dlsadvantageous,
recognlzlng, of course, thac they need not 1nvar1ably be so. ’

n

ot

2a Descrlbe the Little Albert experihent.(Hilgard, et al, p. 344) to

. the students*.and ask them to explain what happened .in terms of .
°classlcal penditlonlng and generallzatlon The teacher might also
wish ‘to have the students give examples “of other  phobias, and dis-
cuss with them how.respomses to such phobias may ‘bé taladaptive if
.the responses (and the anxiety "about the phoh}a) come- to occupy an

N increasingly large portion of the individual's attention and- inters
fere with the achlevement of h1s plans for -a worthwhiie geal |

. (Wc&eachlé,aud Doyle, ‘p 509 Sanford and erghtsman pp_.247 -
* 578-579). .. ,* . . . - " -
. ‘ . C.
) | W
. * N " L3
. ’ . " _ L I11-9 - . s . \ \ ..s <,
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. -" . * ‘1 Py -
3. Have the stadents syggest ,ways in whic,h‘,}phob'i*as- might be extinguishe‘d
(e.g. through counter- conﬁitioning,ﬁresponaes-can be weakened or

- elimindted by strengthen ng-&ncombatible or antagonistic Tesponses g
such &s iEarning to Yelax , inSthe presence'of a feared object).
. oo, '(Hflgard t'al, ‘Pp.- 495-492) - . . '
Note to teacher The teather mi ht g}sh to point out to the students that
. -Rot all‘responses bhased on inaccurate generalizations are maladaptive
l (See Modulé A -C, Thinking - Prejudice, Activity B. ) -
; . . PR . ) N
X e VI EVALUA‘PION EXERBESES ST T : .
‘ . n = < c. -a S \ - .
: ' A.' (For Obj 1-4) Define reinforcement Think of an activity in whlch .you
| v participate. irr school (working im .the classroom, playing football, -
§.~ sxnging in the chorale, etc.) and describe three ways in which you aré
N \reinforced for gaking part in this,activity. o d
%' . " B. ‘(For Oth 2- A) How does secondary reinforcement differ from primary *
' " réinforcement9 . . .
.t ) <. ’ ’ i
! ¢ - - - . N
: ‘v C.. (For Obj. 2- A) " Place a P or an S next to each aetivity according to
} whether the reinforcing 31tuation‘for the act1v1ty is primary“or ot -
§ . secondary : . £ s . B .
; Py 3 - ) e . 3 . R f
- S 1. . Learning "to recite-a poeit ‘ : .
! “ ) “ . ) -. “« . +
| 2. Drinking ‘a glass ®f water ’ T S -
b e * : h . . . !
| ' 3. Fleeing from & bear : : - 4 '
f - . q 4 N -
LRy % o L - . 5o, 3 e M ‘.
b Studying for an examination 1 : . PR AN ’
2.
l . . M K . . -
l , 5 Working as a, gas station attendant ! . i . ... v,
F . s “ * L4 B
E . . ‘6. Coming up fot air after swimming 30 féet under water
r .. .. . - Ve 4 N P
% DS (For ObJ.xl B) A one- year -old child calls hié father "Daddy In, :
E\ : subsequent encounters with the milkman, the talevislon nepairman,,and
. ‘_ : the grocery clerk, the child addresseg.each. of these men as 'Daddy." ¢
E“.'-"“., This 48 an example-of (generalization) %~ " b
: _“ Later, the respense "Daddy 'is relnforced by the parent 4W1th coddling," KR
{ Y expressiong- of pleasure, etc.) only when it*is applied to“the“ﬁathe .
| ' When the child addresses other persons as 'Daddy," the. response is not-~
) ~ . reinforced. ~€oon the ch11d learns’ to apply the term only to his Eather ]
Y *“This ds an illustration of (d1fferent1ation) , et e
E. (Act.tv,ity ‘B2 under NORMAL.-' ABNORMAL) . ) L
. - Describe the process oﬁ desensitization of- a phobia .
~ "' ‘ : . . . A EY
(‘: g
[ c‘ ‘-
11I-10 ‘ ’
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' ' LEARNING - CONTROL

.‘ Module 3-D I ’ . ‘

* - ) -
- .
' .

I. CENTRAL PRINCIPLE L. . . . .
. Both enyirommental and 1ntrapsych1c (dynamic)tfactors 1nfluence learnlng
To the extent that an imdividual is aware of, these factors, -he may be able
. to control them to influence .his own’ 1earn1ng s . FO
“ V. II. KEY terms ’ . “ L . -
. . . - : , §
, . Extrinsic and Intrinsic Rewards Tranmsfer R : R
“1 . - - o . N . : . . )
Feedback" - « ** Whole and Part-Learning X R

Magsed ‘and Distributed-Practite B i

ke . - .
- 4 ¢ B
- ¢ .

III. INSTRUCTIONAL o - L .

- - A. The student will be able to give examples of How the environmental
. . ‘context can affect thelearning of material and will recognize that
v the optimal learn1ng environment varies from pne 1nd1vidual to .another.

~ "+ . Bu- The student will be gble to illustrate how the advantages and disad—
vantages of each of two methods of learn1ng (among those referred to id
this module)’ are related to the nafure and complexity of the material
' to be learned. .(Hilgard, bp 261-263; Sanford and .Wrightsman, pp. 369-
371; Krech, pp.q337 =341; Kallsh, pp. 71-733 Kagan readlngs, pp. -74~80)

. - [ v 3
v T Ca The student w1ll be able’ to 1llu5trate the effects of positlve and i
negative transfer on learnlng new material. (Hilgard, pp. 255- 261
. .+.Sanford and WPightsman,'pp. 379-382, Krech, pp. 321-325; Kalish, p. 73)
D., The student, will be able to give examples 1llustrating the importance -
! ., of the meaningfulness of, the material for the learner. (Sanford and
‘ . erghtsman, PP- 371 372; Kxech, pp. 316-321) . T
E.. The student will be able to explaln how the - individual's mot1vation and ,
7/ involvement 1nfluénce his success in’ learnlng material. (Krech, p. 3?
.Sanford and erghtsman pp. 372-374; Kalish, pp. 73- 74) ‘

L]
. v

".F. With respect to Instructlonal ‘Objective E, the student, will be able to

, K give éxamples of how an 1nd1vidual s motivation. is.affected by direct *
, environmental influences (e'g » punishment) and dynamic factors (e. 8.,
) »  “negd for achievement). He will alsp be able.to give eXamples {11ius- "~

, trating how such factors are interrelated and how tlie potentially
positlve effect of one. may b€ negated by the effect of another.- For
example, whilé tompetLtlon may facflitate performance, it - may also
increase- anxiety and thereby inhibit performance (Hllgard, pp. 263-269;

~ Krech, pp. 342 -346; Sanford and Wrightsman, pp. 374-379)

’ ", »
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* : G. The student will'retognize that in terms of his own learning style
he can influence some of the envirommental and dynamic factors
involved in learning to increase his learning effectiveness. To this
end he will be able to describe (1) the'environmental learning situation
that he finds most ofiten effective for him and (2) what he can do to

. increase the effectiveness of dynamic factors as they influence his
7 learning. (See Activity H.)
2, M

IV. . ACTIVITIES ‘
A. - (Fof Obj. A) - N

1. The influerice of background noise in studying can be illustrated by
. , the following experiment (See CRM, Involvement in Psychology Today,
" ' pp. 62-67.) Divide the class into three groups: group A will read
a given selec&lon in a quiet room; group B will read with soft (semi-
¢ classical) music playing; and group C will read with rock music
playing. (This arrangement will admittedly create the problem of
smallness of sample which may be overcome by conducting the experi-
ment in several classes and combining group-results from the differ-
sent classes.) Each group will read the same selection and when the
allotted time is up take a shott test evaluating the students’
reading comprehension. C€ompare each group's mean scores. Discuss
which situation seems best for the greatest comprehension in
general. The students should recognize that some people can study
.‘effectlvely in only one situation, and the presence of other people
N ~in the room might be distracting. (The teacher might decide instead
to have the entire class participate in all three reading situations,
using three different but comparable selections. If this is the
approach decided upon, short rest periods must be provided between
the reading environments.) - ) ‘ .
2. A short, out-of-class activity illustrating the effect of time of
' .day an learning could be developed in which the students are asked
‘to learn ten nonsense syllables in their correct order, recording
the number of errors made in each succeeding trial to perfection.
. Half the class (group A) would learn the syllables just before going
3 to bed and the other half (group B) shortly after they get up in the
morning. The members of group A would then relearn the material 24
Lo hours later, recording the number of errors to perfection. Group’ ‘
! ) B's members would do the same the morning following the-initial
learning and .relearning (savings score), and reach a conclusion as
to the influence thé time of day may have on learning effectiveness.
The teacher might note here the multiplicity of factors which influ-
! . ence the effect of time of day on learning: some people function-
better in the morning than in the evenimg (__X vs. night people);
| the person 's mind may be cluttered with material which interferes
A . with the learning task at hand; the person may be tired at the end
) of "a busy day, whose-events may adso,interfere w1£h successful
learning. .

£
)
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3. Discuss with the students when and under what conditions they seem
to do their best studying. Students should become aware that differ-
ent people study and learn most effectively at different times of day
and in different situations, e.g., alone, with friends, in absolute
quiet, or with some kind of background noise. The students should
be encouraged to determine what their optimal study situation is.
(See also Objective G.)

(For Obj. B)

1. For an experiment illustrating the effect of whole vs. part learning,
divide the class into two groups. Present each member with the same
poem. Group A will learn the poem by the whole method, Group B by
parts. Have each student record the time it took him to learn the
poem to perfection, and compare results. Which students found it
easier to learn the poem one way, which the othes?—

2. For two relevant experiments on massed vs. distributed practice, see
Minahan and Costin's Experiments on a Shoestring, No. 58, p. 58 and
Variation I of No. 50 pp. 48-49. For an experiment involving maze
learning and massed vs. distributed practice, each student will need
a copy of the maze on p. III-14 and a sheet of paper with a small
hole in the center. The student is to place the page with the hole

. over the maze page so that "S" on the maze appears in the hole, then

* slide the paper down the maze, which will appear a little at a time.

Dots that appear along the path of the maze indicate that a choice

point is near and the student should now guess whether the maze

will continue to the right or left. Record the number of correct

choices per trial (from S to E on the maze is one trial). -For half

of the students, allow one minute between each trial; for the other
half allow no intervening time; that is, when E is reached,

the student will immediately slide the paper back to S and start the

next trial. Each student will continue until there are two succes-

sive errorless trials. Graph the results, plotting a massed practice

curve and a spaced practice curve with the points on each curve .

representing the mean correct choices for each group of subjects

for each trial (from Sanford and Wrightsman Workbook, pp. 203-207).

(For Obj. C) For experiments dealing with the effects of posJ;ive and
negative transfer, see Minahan and Costin' s Experiments on a Shoestrlgg,
Part IV, ‘Section G, pp. 66-67.

(For Obj. D)

1. For activities illustrating the importance of the meaningfulness of
material, see Minahan and Costin's Experiments on a Shoestring,
Part IV, Section E. pp. 62-64.

2. Discuss with the students the importance of relevance in their
ability to learn ‘and retain material. Do the students ask why
they should learn something, i.e., search for some relevance in

I11-13 '
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E.

F.

the material to be learned? This might be the appropriate moment

for discussion of how the students find their psychology course

(or other courses) relevant. The teacher might also point out

that different people find different but equally valid.sources of

relevance in the material to be learned. Discuss with the students
* what the effect on thelr learning is when they regard certain

materlal as irrelevant.

(For Obj. E)

1. Ask the students if they need to be actively involved in something
in order to learn it. For an experiment illustrating the importance
of active involvement, see Minahan and Costin's Experiments on a
Shoestring, No. 60, p. 61. Ask the students what they do (or could
do) in a lecture dituation, such as taking notes, asking questions,
etc., that involves their overtly doing something with the material
that is being presented. The teacher might also want to note that
involvement can be emotional and that overt action isn't a necessary
indication of active involvement. This kind of involvement might
occur when the material is presented in a dramatic manner; here the

* student mlght be concerned about; how something will turn out, or be
asking questions of himself and silently considering the points
being made. However, overt action, e.g., asking questions of the
teacher, is likely to be more advantageous than more passive involve-
ment in ridding the student of any misconceptions about Wwhat is
being said.

2. A different activity illustrating the importance of active dnvolve-
ment in learning has the students considering what the appropriate
criteria are for” scoring fairly the answers to an essay question
which they have been given. Give the students a test invelving at
least one essay question, after which the class should discuss the
question(s), arriving at the criteria for an appropriate answer to
the question(s). The students would then grade their own questions
based upon the crjteria. Discuss whether this process had contrib-
uted to the students' learning of the material tested, and if so why.
Focus the discussion on the principles of learning that might be
involved: active involvement in developing the criterid, possible
increased relevance of the material, immediate feedback, heightened
motivation, etc. -

(For Obj. F) Ask the students to describe what factors affect:their
motivation to learn something. Here it might be helpful to name
different learning situations (learning how to play baseball, how to
type, learning about ‘human behavior in a sychiology course, learning a
spelllng vocabulary list) to elicit varloxs fdctors that influence
motivation. (For an activity that might be useful see Activity G.)
Then discuss the influence on the individual's motivation to learn of

factors such as: ~

- -

1. Extrinsic and intn{nsic rewards}‘/Ask the students to describe the
rewards given for learning somé material and determine which are -
intrinsic and which are extrinsic rewards. Which rewards seem to
be most (and least) effectiffe in motivating them to learn?

L}

I1I-15 ‘ .

007y




2. Punishment: The potentially positive and negative effects of punish-
ment in motfvating learning can be illustrated by asking the students
to suggest what the effects of pupishment mlght be in the following

. sltuations: s .

a) A student receives a composition back'with what he-considers to
' . be a low grade for his effort; the paper is full of comments and

corrections.
(4

b) A young child in school is more often told that his answers are
wrong than correct (or, he is more often told by his parents what
he does wrong at home than what he does right)

’

~

c) A student -is suspended for: cutting classes three times.
4 o

d) A child is punished for hitting his baby sister.
¢ -

e) A noisy child is told reneatedly to stop talkingt

’

: £) A <hild is told not to-hold a baseball bat in a particular‘way,
o and shown how to hold it in the proper manner. .

3. Competition: Ask the students how competition can haran aid or a
hindrance in learning and retention. Here one could compare the .
more traditional American school in this regard to that of Summerhill. ‘
Other readings tdgt might be illuminating are John Holt's. How
Children Learn, Ho¥ Children Fail. N

4. Anxjety: To illustrate the role anxiety plaﬂg in a person's ability
to learn and retain material, the teacher might inform the students
at the beginning of class that they are.about to have a test on the
material covered the prev1ous day(s). The teacher might wish to - b -
. emphas1ze the 1mportance of this unant1c1pated test by walking.

. - arquhd the room,’ telling: the studerts to get paper and pen ready,

- " etc. Then discuss with the students to what degree they think the
anxiety they may be feeling w1ll help or hinder them in their test
“performance. If they were allowed a few minutes to study, ask
whether, they seemed to retain the material better (in a high-
anxiety situation) than when it was first presented (in a low-anxiety

“+ situation). The teacher might also have the students give examples
from their own experience of the positive and negative effects of
anxiety on their success in learning and retaining material. v
Question whether there is a need for some anxiety in order to learn
. effectively  and how the optimal anxiety level varies from ane
individual to another with ,the type of material to be learned. * .
© ey X
5. Active vs. passive involvement of the learner: see Activity E. .
Throughout the discussions, examples can illustrate how these )
factors interrlelate as they influence motivation. The students

- should coume to an awareness of the complexity of this matter.
Finally, explore with the students 'how these various factors might
be employed by the teacher, institutions, society in general, as
well as themselves, for more effective learning and retention.

.« £
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“(For Obj. E)* The following experiment can illustrate factors involved
in a learning situation:

Instruct the students that they will be presented with a list of ten
anagrams which they are to unscramble so that each spells a word. Tell"”
the students that they will also record the time it took them to ‘
unscramble the ten words. Give egch student the following list, telling
them*not to ‘look at the words until the signal is given to begin.

Before giving the students a second list to unscramble, read the following
fictitious norms to the class: The average college student can unscramble
ten anagrams of comparable difficulty in 20 to 40 seconds. The typical
high school student can unscramble the ten words in 41 to 70 seconds.
Junior high school students can unscramble the ten words in 71 to 95
seconds, while children in the elementary grades take over 95 seconds to
unscramble the ten words.,

Have the students compare their first perfo%mance with these norms and
encourage them to do petter on the segond set of anagrams. Then present
the students with the second list, using the same procedure as before.

Eirst Set of Ahagrams Second Set of Anagrams
epalp (apple) ersds (dress)
epi " (pie) - . © napst - (pants)

" anbnaa (banana) . useglo (blouse)
agreon (orange) - tble (belt)
rpae (pear) krist '(skirt)
loenm (lemon or melon) " ohes (shoe)
yrhrec (cherry) tha . (hat)
apech (peach). aetcjkA (jacket)

/ cpnea (pecan) * ewetsar (sweater)
itruf (fruit) . octa (coat) .

Have the students compare their times on the two lists. Then tell them
that the information given above about time and skill in solving anagrams
was untrue. Discuss with them what effect that information had on their
motivatlon to solve the second set of anagrams. What factors contrib-
uted to their increased (or decreased) motivatibn and performance?

’

*In considering ‘the use of this efercise, the teacher should refer to the final
three paragraphs on the section titled, ''Purposes and Lipitations of the Psychology
‘Elective,” on pp. viii and ix of the Introduction to the course of study.
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H. (For Obj. G) Some examples might be useful in helping students to recog-
nize that different people may have different learning styles:

1. John can only study in his room alone and.with absdélute quiet. He
studies to get the good grades he feels are needed to enter a good
college and eventually medical school: ‘ He studies by reading and
gilently reciting a summary of what he has read. In school his
grades are high in a;} sgpjects and this is important to him.

2. David studies most effectively either in the school library where
there is the low hum of others' V¥oices or at home in the family room
while others watch V. He is successful at learning scientifically-
oriented material for he is fascinated by the methods and discoveries
of the sciences. He studies by taking notes of material important
to him as he reads. He also cenducts some of the experiments
described or that he develops on his own. His performance in school
is erratic; while he does very well in science courses, his grades
in English and social studies are poor. This, hawever, ig of little

“concern to him. w

From these examples, focus the student's attentign on the environ-
mental situation in which he learns best. Ask him also to consider
ways in which he can increase his own involvement in the learning
process in a more meaningful way, taking into account such factors

as motivaf&on, the type of material to be learned and its difficulty,
.its relevance, etc.

‘ £ .
_ V. THE NORMAL - ABNORMAL CONTINUUM

A. Instructional Objective 7 ——
1N

The student will be ableé to give examples of how the deeper a person.
progresses into mental illness the more his ability to control his
learning is impaired.

B./~ Activity -

Present the ‘students with the following case histories (from Patterns
of Psychopathology, pp. 27-29, 172-173):8 - .

1. (a neurotic) Helene L. was a 15-year-old high school student who
was brought’ by her’parents to a private psychiatrist at the insist-
ence of a school. psychologist because she had been in constant
difficulty in school, and was a marked underachiever. She was the
oldest of two children, and had always been difficult to_handle.
Her eccentricities both accentuated her parents' rejection and made
it difficult for her to get alomg with her classmates. Upon entering
school, she was immediately recognized by other students as odd
because she had such a fascination with numbers that she would feel’

.

N

-

8. Reprinted with permission of Macmillan Publishing Company, Inc., from Patterns
of Psychopathology by Melvin®Zax and George Stricker. Copyright © 1963,
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compelled to count as high as she could, and would also sometimes_
speak in a numerical ccde rather than use words., Her only apparent
///ipteregts were art and chess, and she was quite adept at both. Her
artistic productions, in a variety of media, won her the only
semblance of recognition she ever obtained. Her interest in chess
led her to a deep involvement with the history of the game and its
great players of the past. However, she shied away from playing
the game very much because she f%?red competitiveness.
As Helene grew, she increased her repertory of comphlsive symptoms.
One of the earliest to develop was a feeling that she must count the
number of steps she was taking whenever she walked -anywhere, Later
she began to feel the need to look over her shoulder as she was -
walking, although she could not express what it was that she was
looking for or at. She also began to yfsh hetr hands repeatedly,
interrupting whatever she was doing togcleanse herself. She felt
the necessity to look repetitiously at-<objects or parts of her body,
such as her elbow, at as often as five-minute intervals, although
here too she could not express any reason for doing so. She also
began repeating various innocuous phrases, such as, '"That is a nlce
home," over and over again. While she could offer no plausible
reason for any of these activities, failure to perform them always
led to great anxiety, which was relleved only by performance of the

compulsive act. .
—

Although Helene appeared to.be a bright child she never®did very
well in school, either academically or socially. Perhaps oné reason
for her academic deficidncy was her preoccupation with ritualistic
concerns, which prevented her giving full attention to heg,udfk
For example, in the classroom, she might have been 'struck by the
thought that she fully undetstood a point that was made: Rather
than trust her judgment, she sought confirmation by setting a
variety of proofs for herself, so that she might reason, "If I really
do understand, the ne#t thing the teacher says will contain less

- thast five words," or "If she writes something on the blackboard in
the next minute, then I surely am right." Shé would. set up a
sequence of these wearisome ''proofs," and if, her orlglnal'ldea was
not "confirmed," or if she attempted not to persist at setting tasks
she became very anxious.

N » . .

(a psychotic) Lillian H. was a 62-yéar-old spinster who was admitted
for the third time to a small private mental institution.

.

The episode which led to hospitalization began éevep months prior to’
admission when Lillian began to feel that she was not able to work
as efficiently. as she wanted. It was also suspected that she
.resented the fact that younger people were advancing at a faster
rate than she. As a result she retired and remained alone, living
in a single room, having few friends and oiily her solitary interests
in reading and music. After a few months she attempted to go back

to work, taking sevﬁral jobs which she held only for short periods -

e ’ . . .
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of time. Finally, about one month prior to admission she returned ~
to her home town for a vacation with her younger sister, who, on a %
visit to her, found her depressed and mildly agitated. Lillian {
gradually became more and more depressed, eating sparsely, sleeping -
little, and roaming aimlessly about the house saying 'what shall I

do - it's too involved.'" She suffered crying spells, a loss of
weight, constipation, and gradtially began to feel dejected through- '
out the day.

/\‘
1 When these symptoms became extreme Lillian was admitted to the
hosp'ital. When interviewed, she sat rigidly in her chair, wringing
her hands and continually saying, "It's too involved, too complicated,
you can't help me. [ don't know what to do." The interview was
frequently interrupted by her pacing back and forth, only to sit
down, again and beg